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Looking backward seems useful m the intent is to learn from ihe:past
and'to profit in the future. The intent of this volume is to provide such an
’opportunity for teachers, administrators, and researehers Teachers and
admimstrabors, who are often bombarded by diverse materials ‘dichot-
omous instructional schemes, and a broad: spectrum -of educational objec-
tives, by \newmg what has l‘ppened in*the past may then be able to place
some limitations on their choices for tomorrow: Researchers, particularly”.
neophyte researchers, may gain some idea of research trends across the'
years and, perhaps, will be stimulated to generate investigations that appear
to be needed. Another purpose of this volume is to encoutrage historical
research designs in the areas of reading and writing. The authoks represented
here are established stholars, as well.as scholars who are in the midst of
historical investigations of their own.
The toreword was written by Jonathan Messeri, a noted educational
histozian and author of Horace Mann: A ngraphy, at this point-in his
" career, he is dean of the School of Educstion, Fordharh  University. His
succinct statement sets the stage and captures the essence of the boogk.
> Richard E. Hodges, Professor of Education, Director of the School
of Education, University of Puget Sound, a natidnal leAder in language arts
and particularly in spelling, has written a delightful chapter-on trends in
spelling. As of now, it stands as one of‘the few integrated diecumions ot P
the development’of spelling instruction.
Alvina Tréut Burrows; Professor Emerltus, New York University, has £
produced a masterpiece of a chapter on written composition, -which prob-
- ably stands alone as the first written document of its kind to br!ngtogether
such/ﬁl effective and cognitive abundance of infoxmation about written
compcsition. It’s also interesting, in reviewing Dr’ Burrows’s chapter, to
note her continued and valuable contribution§ to the history of wrltten
' conposition.
& Sdmuel Weintraub, Protessor in thé Faculty of Educational Studies,
: State University of New York at Buffalo, is noted for his contributions to
. reading insfruction and rescarch; he is probably best known today for his
. role as senior author of the annual summaries of investigations relating to
reading that appear each year in the Reading Research Quarterly. He was
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the obvious choice to write a chapter about réading research; the chapter
he presents here is an interesting and important historical consideration ‘of.
two,strands of research that continue to intrigue investigators. :

William P. Cowan is a docreral candidste at Hofstra Umversity aud
also is ¢he principal of the Northeast Elementary School, Brentwood, New
York. Peter L, Pelosi is"a doctoral candidate at thé State University of New
York at Buffalo. Each of these men has contributed short research sum-
maries which promise to be the frameworks for-important contnbutxons
once their dissertdtions are completed.

H. Alan Robinson, Professor of Reading and Dlrector of the Reading/
Communications Resource Center at Hofstra Unjversity, wrote a chapter
on the history of reading instruction and edited the book, The idea for the
volume grew from the activities of the Center at Hofstra Umverslty, one of
the national dissemination centers cosponsored: by the Intematlonal
Reading Association and‘the ERiC Clearinghouse on Reading and Com-
munication Skills. The Hofstra Center houses and updates the William S.
Gray Research Cotlection in Reading and the Nila Banton Smith Historical,
“Collection in Reading. Thanks are due to Miriam Schieich, Chairperson,
Reading Department Hofstra University, and to John Harvey, Past Dean
of lerafy Service, Hofstra University, for their strong, continuous, én.
, thusiastic suppox;t of both tHe activities of the Reading/Communlcatxons
Resource Center and the production of this volume. -

The* editor wishes to thank the International Reading Assoclatlon
and the ERIC Clearinghouse on Reading and Communication Skills fer
- their encouragement ‘of this publlcatlon and especially the Pu[‘)llcatlons
Committee 01 IRA for their cntlcal commentary.
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" It has been said, with some justification, that historical ignorance is the

mother of “educational innovation,” Not heeding Santuyana’s more general
caveat, all-too frequently we have sought the chimerical goahofinnnvation

..ang edticational Progress, while mindlessly ignoring what we should have

!'ga'rned from tire past. As-a tonsequence,.our educational endeavors are
often raisshapen by an arrogance of presentism, tempered only slightly by
a tecognition of the achieveruents of other genérations. LN
" As narrow educational sectarians of the contemporary, we have
refused to concede that others tried many things, learned what was good,
and discovered g fair portion of the true. We erroneoysly have assunied

that these*discoveries have only'apéeared in our own times and that only

t

we, through our present ingenuities, have the skill§ and appropriatgf'ideils
with which to come to terms with ignorance, injustice, and greed. -

4

: /
Cur preoccupation with the present is intellectually and professionally .

* 2

'quﬂitating on two counts, Perhaps the most,obvious of these'is that we !

deny ourselves access to the pro_ducts-of,.humanathoiight_and‘ac'tidxi in;
-dealing with educational’ probiems in otlier historical settings. Equally
important, if less frequently recognized, is that we prevent ourselves from

v understanding-the processes by which rational, if fallibléZmen and women

have responded to the educational challenges of their own times. .

Thus, by a false claim of selfsufficiency, we have ignored both the
products and the processes of the past and thereby have denied subsequent
generations access to the benefjts to be derived from them.

Many would .agree with the-criticism t)fat our uchools are {solated
from tlie communities of interest that they sefve. What is farless frequently
recognized is the price our schools pay for their isolation from their own
educationa! history. ) / : '

Neither those within the profession nor, those .outside it can be
absolved of the blame for this. All too often, those from within have sought
change, not necessarily for its own sake but for a legitimization of their
professional roles, Frequently this attempt is accompanied by promises of
ever greater educational*productivity., From the outside, the ‘public has

held ever higher find more unrealistic expectations for what our schools

,

R

can accomplish. /These expectations have mushroomed, fed not only by -

4 v
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" anxieties about *'the next generatlon ‘but aldo by’ ‘educators’ éxpansivé v

promisés, which have little support in our educatlonal h,story.

« For good reason, our undertnklngs are frequently bedevnled by an
. .-entdemie . instabihty Joumalists and sentimentalists 8o slumming ln ‘the
schools léng enough to bemoan the “sad state’of- education™In thenmext
pubhcations, administrators engage in a “sarvival, tectgnqu,e appro'{imatlng

., musical chairs; and beaW‘r more easily into defgns,;ve postures,

p,rotected to a egree by the:fragile benefits of collective bargdining: In
best*of times, most of us seem to get by;in the worst, we irequently resort

to inapo’ropnate respon..es runnlng from admission of mga,culpa to public ..

Capegoating. ..

< We should also know from history tnat prolonged neglect can not be'
rectified -by moxe admonmons "Happily we have begur to do moré than
this‘ § o .

- s

‘ \& As an example, ‘this volume offers the work of a group of scholars

examining som,é of the. research trends and some, of "thé ways we have
. tiugnt reading and writing” In its mod’est way, it amply demonstrates the
virtue of 'rediscovering that the past is an 1nformatwe pl‘ologue to the
present. - v . . o fw T
- " JONATHAN MESSFRLI .
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st ispossible to speil a word correct-
ly-by chance, or because someone
prompts you, but you are a scholar
only if you spell itcorrectly because
you knouwrhow.

Aristotle (349 B.C))
- The Nichomachean Ethies II

I 1IN

I‘V”

M’o‘fn

The ability to spell correctly has
been considered a social virtue
throughdut the Western woﬂd {rom ancient times to the present. Correct
spelling-is believed to be important not only for accurate written commu-
nication; it is commonly regarded by society to b2 an attribute of literacy.
For these and other reasons, the teaching of spellnng has long been an
_ integral part of formal schooling,

i experience. For, in doing so, we are able to glimpse the daily lives of past
«  generations of school children, More important, however, this backward

. text of a historical contlnuum Santayana. (1928—1930), in The Life of

to repeat it.” It is with this admonition in mind that we briefly explove the
evolution of spelling” nnstmctlon in the United States, from early colonial
days to the present. . .
IN-THE BEGINNING N . .
Facility with wntten ianguag? was, asit is today, of great importance
to the nation’s settlers. From the outset of formal education in the'U.S.,

Examining past practices in spelling instmction can De g fascinating :

; glance enables us\to consider present-day instructional practices in the cois .

Reason, wamed that “those who cannot remember the past are condemned .

3

-




2 RICHARD E. HCDGES

spelling and reading went hand in/hand, and the first spellers provided
much more than lessons in spelling. These “omnibus™ spellers (Nietz 1961)
were the depositories of tlie total curriculum, providing instruction in

grammar. nandwriting, arithmetic, ard religion, as well as in reading and
spelling.”

Because the.early spellers either were shipped direétly from England
or were reprinted in America, the method. of spelling instruction was the
same as that practiced in England: the alphabet, or ABC, method, whose

~rigins extended to ancient. Greece (Mathews 1966). There was a straight-
forward purpose underlying the alphabet method, which The New England
Primer (ca. 1785) made clear: .

-

]

He that ne'er learns his A, B, C,
Forever will a Blockhrad be: .  __—"
But he that learns these letters fair

Shall have a Coach to tuke the Air.
. With this method, the pupil first learned the order and names of the
large and small letters of the alphabet, a task which occupied some children

, for many months. Then letter combinations (such as ab, ed, ib) were

leamed, spelled out and pronounced, and.this was followed by their use in
words made up of increasing numbers of syllables. The New England
Primer, for example, presented children with the task of mastering 180
syllables, from ab to zu, eighty-four 1-syllable words, irom age to would,
forty-eight 2.sylable words, from ab-sent to mu-sic, twenty-four 3-syllable
words, from a-bu-sing to ho-li-ness, eighteen 4-syllable words, from a-bi ! ty
to gra-ci-ous-ly, fourteea 5-syllable words, from a-bo-mi-na-ble to ge-ne-ro-
si ty, and twelve 6-syllable words, from a-bo-mi-na-lion to qua-li-fi-ca-ti-on.
Following The New England Primer, th2 most widely used speller of
the celonial perind was Dilworth’s A New Guide to the English Tongue,
first published in England in 1740 and printed in the colonies seven years
Iafer. After Thastering the alphabet, pupils were drilled on such words as
Nebuzaradum, Estremadure, Saxigesime, Abelbetninalegh. Aberconiway,
Caghan Clarencester, Compostella, Elezar, and Thyatria. e first wholly
American speller was published in 1770, Ben2zet's Pennsylvan .. Spelling
Baok, or, Youth:’s Friendly Instructor, which, however, continued to use
both the content and the method of the English texts (Carpenter 1963)
Wlth the colonies’ independence fzom England, indigenous spellers
prol'ferabed The first prelific textbouk writer in *he United States was
Noah Webster, who produced not only a spellet but a grammrar, a {J.5.
history, and two dictionaries, as well. Webster's spellers shaped the tea<hing
of spelling for v.ell gver u cerinr,. Approximately 75 million copies of
various reviciops of his original text were printed between 1783 and the
end of the rineteenth century. Webster’s first edition, Grammatical In-

_ stitute of Ine English Language, Part One, was fashion'ud after Dilworth,
although Webster replaced English place names withk U.S. ones, supplanted

12
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religious content with Poor Richard’s percepts,-and changed the British

form of syllabication so that the suffixes ti-on; ci-on, and si-on were treated.

. a5 one syllable. Rehtlmg his speller The American Spelling Book in 1787,
- Webster sold approxu'nqtely three million copies over the next twenty

) years (Carpenter 1963; Nietz 1961). ) .
¥ The massive sales of Webster’s “blue-backed” speller served, however,- .
". ~ ta parpetuate archaic methodology and content. To gain spelling ability, .

/ Webster asserted, required that the pupil master each step of the alphabet -
method before moving td the next (Horn 1957). Aware of the tediougness :

3t of this approach, Webstbexl suggested that the dull monatony of learning to
spell could berelieved by readmg lessons. Spellmglessons were notintended,

. he said, to teach.word meaning. Besides, “‘since understanding cannot keep.

. pace with memory,’ chxldren could prof t'from learning to spell and pro-

I

nounce words not within thelr capacities because as their capacities-grow
;v sowould their undetstandmg” (Slioemaker 1936). . e
o Despite .the widespread popularity of Webster’s speller, it was not
;// ~  without its critics and competitors. Cobb, who published his own Speller .
,/' * -about 1821 (Nietz 1961), chided Webster for departmg,fromthe prin- i

ciples of orthography and orthoépy” and for being.inconsistent with*his
own_ dictionary. -Such criticisms probably induced Webster to -publish a
new Hictionary, the American Dictionary, in 1828, which was followed a
year later by a revised speiler, The Elementary Spelling Book (Carpenter.
- -1963; Nietz .1961), in which spelling, syllabication, and pronunciation
conformed to the 1828 dictionary. U.S. pronunciation and spelling were
not, however, universally accepted. A Reverend C.eever (1846) was led

‘to cqmment that

L

N o

innovations should be resisted, nor should any mere Lexicog-

o’ ‘ ' rapher nor University! nor knot omﬁﬁ%l;]ave it in their
o, power to make them prevalent. [The spelli ouble of

the time was] owing in great measure to_Dr. Webster’s unifor
. . tunate orthographical -eccentricities, which have set so many
s)pellers and joumeyman printers agog to lmltabe‘hlm

-

a \The Elementary Spelling Book marked a significant change in spelling

textbooks for it placed greater emphasis upon spelling and less emphasis
»upon reading and grammar. Separate spelling texts began to increase, and
) one of the first was Cummins’s 1819 Pronouncing Spelling Book (Nietz
<. .. 18861}, in which children learned to spell such words as volubility, subtiliza-
" ‘lipn, cicatrization, circumlocutivr, prosopopoeia, and antimonarchical.

* That the words studied for spelling might also be functional was not
an unknown concept, however. Among the first texts to include, according
to the guthor, words frequently used in speaking and writing was Fiske’s
The New England Spelling Book (Nietz 1951), published fn 1803 which
included this interesting list of words: )

¥

)
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El

~ ' axe bright Damn  fraud
¥ . .
aught broad dawn fraught
- badge brogue dead freight

LN .

. No better ﬁeepnptio.n can be.provided of instructional method during the
early nineteenth cenbury than the” tollowu)g account (Alcott 1831) of one
man’s recollectxoa of how1 he.awas taught té spell,

* To teach spelhng, a lesson was mgned cons;sting of a certain
number of columns amranged-ib alphabetical order, as the
.words of our spelling books usually are, which the pupil was-
requested to-study over and over, until he could recollect and -
spell them from memory. None of thein were ever defined for
him; nor was he requested or encouraged to seek for definitions -
for himself. In- thxs manner, one word suggésted, by association,”
the next; the second, the third; and so on. No faculfy was -

. called into exercise but the memory. If a word was misspelled,
the next pupil who could spell it was allowed to take his pjace,* .

_or “go aboveshim,” as it is called. He who was at the head of
the class at evening had a credit mark, and sometimes a written
certificate of good scholarship.-Indeed, emulation was the only
riotive to exertzon which I ever knew employed in the schoel,
except compulsxon ~

_ACHANGE IN APPROACH ' .
Dissatisfaction with this time-honored method of teaching spelling
was perhaps most notably articulated by Horace Mann. While secretary of
the Massachusetts Board of Education, Mann had visited schools in a
number of European countries and had retumed from his trip with deep -
convictions about the superiority of the “whole-word" method over ‘he
alphabet method. His views of spelling instruction have served to enlighten’,
us about the purposes of education during the middle partof the nineteenth
" century and about what he and his followers regarded s the basis of
spelling ability. -

. Mann claimed (1839) that the superior spelling methcd was one 'with
“power to arrest and fix the attention of the learner,” whieh the alphabet
method failed to do. Moreover, the alphabet failed, Mann said (1840), to
foster the pupil’s mastery of correct pronunciation. .

When & child is taught the three alphabetic sounds ! e g, and
then is told thvf these three sounds, when combined, make the
sound Jeg, he is untaught in the latter case what he was mis-
taupht in'the former. L e g does notspell leg, but i! pronounced
quickly, it spklls elegy.
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. According to Mann (1840), children should be taught to recognize
whole words before being taught the letters of whic_?x they are composed. . -
. Pupils shoula begin with familiar words which name familiar objects. y
« When we wish to give to a Chlld the ldea of a new animal, we /

dd not present successxvely the different parts of it,an eye, an /

ear, the nose, the mouth, the body, or a leg, but we pre:en,t

the whole animal, as one ob)ect -

Mann was especially coimemed by the fact thaw pupils were not required
to correct their misspellings and, worse, that teachers c_commonly corrected
< _ the misspelled-words for them. The pupil derived “about as much advan-

- tage in orthography, from having the teacher spell all his words for him, as’

‘ he would derive of physical strength, from having the teacher eat all his
meals for him”’ (Mann 1839). w E
- Although he is rightfully credited with mtroducmg emerging Euro-
pean views of childhood into education in the U.S., Mann (1839) did not
dismiss the ready use of harsh treatment when neces’sary. “The laws of
“nature . . ..invariably attach some inconvenience or suffering to error,” he
z observed,-and *in stubbomn cases, perhaps, some degree of.humiliation
may be resorted to {in spelling instruction].”
In a very important lecture abdut the teaching of spelling, Mann - _
(1840) was critical of the general population’s lack of spelling ability, the
blame for which he placed both on the difficulties inherent in the English .
writing system and.<n the manner ‘in which spelling was being taught He
then set fosth a rationale for separating spelling from other school subjects,
and he urged that separate s;gllers be prepared “mainly with reference to
- the ease, pleasure, and progre of the leamer, fitted to arouse his cur'osny,
_and adapted to those faculties of his mind which are the most active.”
Spelling books, he said, therefore should be designed according to three
. principles: (1) the ease of their use, (2) the pleasure they- a'forded the
. pupil, and (3) their ability to foster pupils’ progress in orthography,
pronunciation, and intelligence.

The leaming principle, which should be used in teaching spelling was
the “law of association,” Mann sgid. Accordingly, all similarly formed
words should be presented in a common table, much in the manner of &
multiplication table. Thus pupils, by constant drill in spelling these words,
v would be able, by association, to recall the spelling of all words in the

table when they mcalled the spelling of any ope of the words. The rote

memory of words, n'ot' the application of spelling rules, Mann “claimed, . .

underlay spelling ability. He did suggest, however, that spelling mastery -

was fostered when several senses were brought into play, when eye, ear,

and hand “establish by, the power of frequent association, that peculiar
. 4sequence of letters which spells each word.”

As graded schools proliferated in the mid-nineteenth century,
ggade‘! textbooks did also, at least to thé extent that a dlstmction was

-
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recognized between beginning and. advanced materials. One of the first
such texts in the area of spelling was Sanders’s The Primarx Spelling Book,

"published in.1858 and followéd a few years later by his Test-Speller,

which was meant for use in teacher institutions and in the advanced classes
of the common school. Sanders’s Test-Speller contained about five thou-
sand words, including quadriphylous, Ppasquinade, ‘etempsychosis, xan-
thophyll, and umyuhile (Nietz 1961), ' . )
While spelling instruction continued to be regarded as a means of

- improving mental discipline, criticism mounted regarding th® manner of

-

instruction and the lack of attention given to word meanings. A Reverend
Davis (1839) contended that S

the common mode of spelling is to put out words to a class,
aud when one fails to let the next try, and the next, and so on,
* until someone spells the word carrectly, who.takes the place
of the one who coramenced it, as a reward for his superior
skill.-. . .*[This Practice] diScourages the poorer scholars’in
the class, and brings into exercise g spirit of emulation and
strife which however harmless it may be in childhood, has, no
doubt, an unhappy. influence upon the future chacacter. It
is the spirit which, among political men, is called party spirit, Cf
and among religious men sectarian zeal, T .

-

“ . -
Yet another critic, C. Greene (1851), argued thzt spelling ability

involves analytic, as well as visual and auditory, skills and that verbal mem-

ory, upon which the prevalent instructional méthod depended, was the

lowest of intellectual faculties. A knowlédge of word: meaning, ‘Greene

claimed, was required if the pupil’s interest in leaming how to speil cor-

rectly was to be fostered. ’
The emphasis given to spelling in the nineteenth century-wentbéyond— -

the confines of the classroom. Spelling was a part of the fabrje of society .

itself and found its most popular expression in the spelling bee, or spell.

down. The competition of the speiling bee had deep roots in the past, as

noted by the following account from Coote’s The Englishe Scholemaster

(Rice 1897), in which two students, John and Robert, are engaged in a

sbelldown in the year 1596. '

** ;. How write you Circle?

> -

Robert: S,i,1,c,1,e.

Iohn: I(Jay, now you misse: forif you looke in the table,yod ,. N
. shall find it Circle. Therefore now you must appose i
me.

Robert: 1 corfesse mine error, therefore I will try if I can
requite it: what spelleth b, r,a,n,c, h?

4
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Iohn: . Branch. ST

N

Robert: Nay, but you should put in u.
Iohn: Thatskilleth not, for both waies be usuall.

- Robeirt: How spell you might?

‘Tohn: Mlg,ht < ;
" Robert: Why putyouingh form,i, t,e, spelleth mite?

Iohn: Truth, but with gh is the truer writing, and it should

*  haue alittle sound.

2

' After further oppaosing, they degxde to continue the next day, and John
. boasts:

Do yolir -worst, I wil prouide likewise for you,-and

neuer giue you ouer uhtill I hau¢ gotten the victorie:

, for I take not so much pIeasure in any thing &ls all. "
- day.

Robert: 1 am of your mind: for I haue heard our maister say,
that this apposing doth’very much sharpen ouiwnts

help our. memone and many other commodities.
S

The compebtlvenes of the spelfuown appealed to Puritan New
Englanders and became a form of entertainment in many communities,
Commonly called a “spel!ing school” in order to give propriety to a social
event, spelling .bees ﬂounshed)and then waned in the early ninéteenth
cenfury as other forms. -0f entertainment became availabie, But spelllng
bees continued to flourish along the western frontier, where the “attain.
"ment of conventional -spelling was seen as’a symbol of culture” (A. W,
Read 1941). The hlgh regard gwen good spellers in the nmeteenth century
is reflected in the followmg comment made by MarkTwam (1931)

!
In the old times people speiled ]qst as they pleased. That was
,the right idea. You had two chances at'a stranger then. You

“knew a strong man {rom a weak one by his iron-clad spelling,

and his handwriting- helped-you-to-verify your verdict, Some
people have an idea that con'e:,:}g spelling can be taight, and
taught to anyvody. That is a nﬁsbake The spelling faculty is
bom inéman, like poetry, music andart. Itisa gift; itis a talent.
People who have this gnft in a high degree need only see a word
once in print-and it is forever photographed upon their mem-
ory. They cannot forget it. Peopie who haven’t it must be

_ content to spell more or less like—like thunder—and expect to~
splinter the dictionary wherever their orthographical lightning

happens to strike.

'. . :' ‘17‘
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- . >
For others, diligence, hard work, and external mpotivation were
deemed -necessary, as witnessed by the case of Reverend Arnold, who in
- 1830 was. fried in a New Harﬁpshlre court for beating his adopted son,”
Joseph Pray, for his faﬂurefto spell /and “pronounce . a word correctly.
Shortly thereafter,a booklet entitled The Astonishing Affair was pubhshed
in which-Reverend Arnold was ‘defended for his action because he had
“acted conscienﬁously in inﬁicting said- pumshment and didit out of pure
mohves” (Carpenter 1967) The behef\that spelling ability.is either a bomn
“talent or the consequence of" hagd work remains with us and, although the
importance of spelling within the cumculum has ]essened its status in the
larger society has not. .
With the irise of social Darwinism and a growing ferment'in the
. apphcatxon of ‘science to ‘the solution of educational problems, there
emerged on the scene a, young pediatrician, Dr. Joseph M. Rice (1897),
whose ‘mteérest in educatlonal reform led him to study the teaching of

s

spelling in-some twenty U.S. cities in the early 1890s. Space does not
. “permit a “thorough look at Rice’s analysis of-the spelling achievement of; -

some ‘33" thousand students, Generally, he observed that the school envi-
ronment (he contrasted “mechanical” and “progressive” schools) had little

effect ‘upon spelllng achievement. He further observed that out6f-school -

variables, such as age, nationality, and hpme environment, had no substan-
tial effect upon ‘spelling achievement. On the basis of his fi ndings, he
concluded that, since the results of spelling instruction were not materially
modified by,condltlons over which the t=acher had no control, four factors
must lie at the root of students’ spelling difficulties, .

(1) Time a.Iotted to spelling:Since spelhng achievement did not
improve when words were studied forty to fifty ‘minutes or ten to fifteen

mmutes each day, more than fifteen minutes spent in spelling studysaid °

Rxce, was a waste of time, and he recommended that no rore than fitteen

minutes a-day should be given to spelling instruction,

(2) Word selection: In order to make spellirg study/more efficient,

* ewords should .be carefully selected and graded as fo both orthoggaphical
diffi cuity and relationship ‘to-pupils’ vocabularies; precedence should be
given to common words, particularly those that are frequently misspelled

+ (forexaniple, to, too, their, hear, dogs).
(3) Teachirig me thod: Rice found that spelling achievement was little
sffected by the mode ‘of mstruction for example, whether pupils were

, taught sorally or in writing, whether words were spelled in isolation or.in
sentences, or ‘whether the words were first studied syllable by syllable He-
thus recommended that instruction include many methods and’ devices.

'(4) Teacher effectiveness: Having determined that neither method
nor time affected spelling achievement, Rice concluded that the teacher’s
skills must be the key. to effective spellinginstruction The effective teacher,
said Rice, was one who was acquainted with‘ many methods of instruction -

+and could apply them where appropnate v

° .
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* THE SCIENTIFIC MOVEMENT : : . )

) ‘Rice’s study was instrumental in shaping the study of spelliig method
- thereafter, and during the early twentieth century scores of researchers 3
~ begar to examine spelling instruction from a variety of vantage points: By

1919, éqpugi_x_evldence had been compiled.about spelling method, accord-

ing.to Hormi, that it"was possible to “gather together existing experimental
. ‘evidence:which throws light on.economy in ieaming to-spell and to focus .
.. this évidence -ipon the solution”of such ‘problems as-confront the class. . /,:?4)

'room' teacher.” Citing7133 sources, Horn (1918) prepared a list, of forty-

;gne principies otsp'elilnkxmethod and conctuded that . * ° '
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efficiency in beacli{ng speling is to.be increased by a specific ) ‘
attack on the individual -words to be learned. This is in line  ~ Con
with the whole tendency in modern experimental education; a :
. tendéncy which has been well outlmed by Thomdike in his ~ R
- . discussion of educatioreas the formation of specific bonds. In © ©  ° o
_harmony with this point ‘of view the problem of spelling has =~ - o
. been at W%N‘irst,'by'seeki‘ng,to discover,precisely the words CLL Tt e
which ost frequently need to spelf; second by attempting ©
. to grade’ these ‘words scientifically; third by .attempting o
discover- the most economical methods' 67 léarning them; and
fourth by devising means by which progress in learning the
words may be measured. '

3
i
i
-
b

A sampling of Hom’s forty-one principles:' : .. ~ © "o

5

Developing pride in spelling is nots a substitute for drill in
spelling, . .

" The first step in ecoxfomy of‘ ige in learning to spell is to see
. to it that the pupil learns to spéll those words which he needs o
to spell and no others. :

Those' words which are commonly used by the children in any :
given'grade should be placed in that grade.

_ It spelling is to be taught daily, the spelling periods should not R f
s« ., be more than fifteen minutes’in length, -

‘Groupiing words is of doubtful value, except for immediate
recall. ” -

’I'He emphasis in presenting the word: shouid be on visual
imagery,

The comect pronunciation of:a word is a very important factor
in leamning to spell it.

It is important to expend some time on dxll in recalling the

’
.

’
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visual image of the word rather than to e’xp\nd all the time in »

impressing this image R

The amount of repetition necessary for fixing a word varies; '
greatly with individuals.-

The efficiency of drillina ngen spelling penod is increased by-
drstrlbuhng the drill on a ngen word so that practice on other A
words intervenes.’

It is important-that each,pupll be taught how to- leam to spell

The steps Hom set forth for word study were .
7(1) The first step in'learning to spell a word is to pronounce |t cor-

* xéctly. If you do not know how to.pronounce a word, look up the pronun-*-"

ciation ‘in the dictionary When you are certain that you'know how the
word is pronounced, fronounce it, enun;ftwadnynable distinctly and
ooking ,closely at each syllable as you sa

- (2) Close your eyosand try to retall how the word looks syllable by -

syllable a5 you pronouncg it in. & whisper. In’ pronounclng the word be
sure to efiunciate the syllables carefuily.

(3) Open your eyes to make sure that you were able to recall the
correct spelling. . :

"% -(4)Look at the word again, enunciating the syllables distinctly.

(5) Recalt again, with clused eyes, how the word looked.

(6) Check agaln with the correct form. This recall (as in 2 and 5)
should be repeated at least three times, and oftener if you have difficulty
in recalling the comrect form of the word.’

(7) When you feel sure that you have learned the word, write it
without looking at the book, and then check with the correct form.

(8) Repeat"'this two or more times without looking either at the
book or at your previous attempts

' (9) If you miss the word on either of these trials, you should copy it
in your spelling notebook, , since it probably is especially difficult for you.
Hom’s set of principles of spelling method are demonstrative of the

impact that the scientific movement in education had hadupon the spelling
program. Particularly significant was the notion that the utility. of afword

“should be the basis for its place in the spelling program. As noted by Pryor

(1919),
A . ?9' .
the function of spelling is to teach children how to spell and
use in an accurate way the words which are commonly-met:
with in life and to form such habits of study that new words
will be learned as the need for them arises.

According to Breed (1925), five sources were avallable from which

to derive a functional spelling vocabulary: adult written discourse, chil-’
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: dren’s written discourse, adult written correspondence, children’s mis-
S spellings, and, most promising of all, a combination of children’s written
3 work and adult cotrespondence. A number of studies were undertaken .

through the years i\o identify those words most needed for communication °

. (Anderson 1921} Buckingham and Dolch 1936; Fitzgerald 1951; Gates
' .. 1937; H. Greene 1954; Hom 1926; Rinsland 1945). Identifyjng the op- .
timal list of .’yydl;ds to study.and agreeing where they should be piaced in T
the spelling program\were, however, two differéent matters, as- Selke’s 23
(1929) analysis of the.vocabulary presented in ten spellers showed. Selke
determijned that the ten\spel!grs éontainej a total of 8427, dlfgean\gords, g
D of which oniy 1080 (th‘\ en percent) were common-to all the texts, and
- . ‘futthex] that only three \words—appreciate (grade seven), dol! and ice '
: } (grade two)—had the same grade placement in the ten texts. ‘

| . ‘ .
. EMPHASIS ON THE LEARNI\BR . . , /

, A school sup&ntend.ent in" Chelsed) Massachusetts, B. C. Gregary
" (1907-1908), deplored the lack of atténtfon then being giveh tothe .
.mplications of child study for developing the spelling curriculum., Citing .
_ Froebel, :Gregory urged that pupils be made conscious of their potential
for learning and hot of their failutes. If one looked at children’s-spelling .
errors, Gregory claimed, one.could see that “it is our spelling that is irra- a1
‘tional, and it is the bad speller that is rational.”
Twenty yéars later, Sudweeks (1927) concluded that iearning to
spell was a multisensory activity: B

-

-t

3

J The science of biology.(or of its derivative, psychology) sup-
; . Pplies the basis of spelling method. Children learn to spell by
{ g .seeing the letters of a given word or by hearing their sounds
and by writing and speaking tho letters in the order in which
they are seen and heard. Seeing and hearing are forms of
“impression”; writing and speaking are forms of “‘expression.”
. Thesé two form the bases for'four kinds of images: (1) the
sight of a word, (2) the sound of a word, (3) the way it “feels”

when written, and (4) the way it “feels” when spoken.

o N

i

H
«

A half dozen years later, Almack and Staffelbach (1933), in a review
of the spelling research literature, concluded fhat psychology provided the . T
most important insights into spelling method and that psychologists had

* shown experience to be the basis of learning and thus the .proper basis of
< instruction. ‘They eriticized the prevalent practice of a nretest on Monday, P
word study on Tuesdty! retesting and a review on Wednesday, individual, A5
study on Thursday, and a final test on Friday, acknowledging that the plan .-

. was systéma@ic enough but arguing that it simply did not promote learning, ’
This plan, they pointed out, was based on the fallacious assumption that ) ‘
units -of study are 6f equal difficulty and thus demand the same time
distribution and pupil effort, week in and week out. The plan, in short,

21
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was almed at group mstruct!o*x to the detriment of the mdiwdual School
work, they said, should bz meaningful to individual chlldreh and the best ~
.spelling method was one: ‘that appealed to'the pracucal nature of the child,
by yarying procedures, limlting study to commonly used words, promotmg
nl’asteb thmﬁr?valry with one’s own record, and using words in “real- - '
life” sxtuat:ons, such as classroom projects. ¢ ’
Despite the,érogresshe spint that flourished through the 1930s and
19408, spelling instruction, actually did not stray .far" from the -course
charted by such educational researchers-as Emest Hoin. Nearly thirty
- years after his formulation of the forty-one pnncwiples (1919),/ .Hom once |
agaln summarized research evidence on spelling method and cciicluded that |
the available evidence served mainly to reinforce the assertiom that the
content of spelling fnstruction should incfude only, the’ words r:ost fre-
_ *quently needed in adult and child writifig and that leammg to spell rested
. assefitially upon visual memory (Horn 1938). - . 1
™ Spelling instruction by mid-twentieth century looked dramaticaily
. different from its ancestor of one-hundred years.eatlier. Yet whilz views . | - l
- of the leirner and.of the purposes of instruction had changed, the view
" that the English orthegraphy was irrational had not. The emphasis upon
the utility of the spellmg vocabulary rested, after all, upon an assumption
that, since one could not depend upon oﬁhog‘mphlc rules tG guide the act
of spelling, the rote memory 9{ the words needed in writing was the most
efﬁclent learning process. ) .

~ oy

INFLUENCE OF LINGUISTICS '

Then, in the early 1950s another "branch of scientific’ inquiry,
linguistics, emergetl as a possible source for the improvement of the
spelling program. A few linguists, notably Blooxqﬁeld (1933‘) asscrted that
English orthography was not the u'rat;onal graphic-tool itifvas said to be
but that it contained principles whos?{ systematic fpresentation could
benefit the pupil setting about to master the written code. Among the first,
education-directed studies to examine the validity of this premise was that

_conducted by Hanna and Moore (1953). Examining a composite of the
three thousand.words most commonly found In the spelling tex!< of the
period, they observed the existence of relationships between speec” sounds
and written words which, they concluded, co:ii benefit the learner. They /
made several recommendations. (1) Some time should be spent daily on
“the business of learning to translate sounds intc - written symbols.”

(2) Spelling instruction should be integrated with other curricular subjects
in order to emphasize the meaning and current usage of words. (3) Pupils -
should discover inductively the spellmg -patterns in their study words.
(4) “Speliing instruction should be sequenced so that pupils study simpfe
and powefful spelling paiterns before studying more complex patterns.
(5) The few irregular words needed for written communication should be,
and need td be, individually memorized.

The emphasis upon induction as the mode of learning to spell could,
of eourse, only be made if there was reason to believe-that there were

~ 22
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rentin.the orthography. While

" the Hanna-Moore study was not universally well received throughout the -
educational community, it served to focus an emerging branch of scientific

A _inquiry upon the ?pe:ennial controversy over the usefulness of phonics in

. - spelling instructior!. ) .-

In a’critique of the Hanna-Moore study, Hom-(1957) attempted to
place in context the possible ‘utility of phonic knowledge in_the spelling
program. Hom strongly disagreed with the claim by 'Hanna and Moore *
that “pupils can arrive deductively.[Hom’g.tenn] at the spelling of most
words they can pronounce.” The English orthography was not assystemati¢
as they claimed, he maintained, pointing out that philoloéists, phoneti-
cians, and lexicographers have perennially urged its reform.\Alt_hongh some
spelling rufes might be useful, they needed to be viewed in the context of -
the law of association and in terms of negative and positive transfer. In short,
Hom argued, the proof of a rational orthqgraphy was, by no means, all in.

-, By the early 1960s, the application of linguistic science to the study

4

Hanna and others, using computer, technology, conducted an intensive

«

. of written language and its teaching had, however, taken a firm hold.

—

. ’

investigation of spelling pattemns in over seventeen thousand

words (Hanna,

Har na,

Hodges, and Rudorf 1966; Hodges 1966). Venezky (1967) reported

-on his .study of the letterto-sound pattems in approximately ‘twenty
thousand words. By tka end of the decade, it had become commonplace to
- find articles in most educational journals which had as their basis the
application:of linguistic principles to the teaching of spelling and reading.
i While the conventional wisdom about the nature of spelling and its
teaching is not easily. altered (see, for example, Sherwin’s extensive review
of speliing research, 1969), the 1970s herald a new and significant attempt
‘to bring_to bear upon the subject contemporary views of learning and
language. Indicative of efforts to relate linguistic and psychological theory
to spelling instruction is the work of the Simons (1973), who pointed out
‘that the crucial question is not whether phonemic information is useful in
learning to spell but how it can most effectively be.introduced and how it
is best used by the speller.

Recalling Gregory’s (1907—1908) observation, mentioned earlier,
that the implications of child study had great significance for the spelling
program, the present decade is marked by a growing number of researchers
who are enhancing our understanding of how children acquire lang:.age
and how their linguistic knowledge functions in the development of their
written language skills (Chomsky 1970; Fisher 1973; Frost 1973; C. Read
1975). ~ :

.‘.
1
. CONCLUSION’

Over three hundred years have elapééd since the first spélling lesson
was taught in what i$ now the U.S. We have -seen’ that the major issues
underlying the teaching of this subject center on the source of spelling
ability, the nature of the English orihography, and the methods of instruc-
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tion which follow from assumptions held about them' Current content and.

method are amalgams of old and new, reflecting the evolution of spelling - .
as a school subject. Such polar issues as the place of rote drill and the g
understanding of rules in spelling instruction remain for scholar and lay- :
- person alike. Santayana’s observjtion quoted at the outset of this review

A provides a fitting closing reminfier.’As we look ahead in our efforts to

: improve the outcomes of spelling instruction, we must not forget to ook

back, as well, for hindsight can help us to avoid repeating many ques-

tionable practices carried on in the name of good intention.

-
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Hodges’s clear view of the ifistory
of spelling- instructioh, in the pre-
ceding chapter, demonstrates the- ]
@ emphasis on accuracy that has been %
3 .thé hallmark of such instruction
since our earliest schools were estab-
lished, Recent work in language
development and- psycholinguistics
points toward possible modification
B of -the goal of “perfect spelling” in
all writing. Presenbday focus-on the skills needed to cdpe with and to enjoy
our intricately communicatmg society shows the common sense of oA-
0 ) ferent requirements at-different tnmes Obviously, there aremany octasions
that require. legibility and spelimg acchracy. for aduilts and adolescents—
" filling out employment application forms, writing business letters; keeping
permanent records of many kinds; for children—furnishing their addresses
and telephone numbers, ordering products through the mail, writingletters, .
and writing materials of many kinds for display on bulletin boards. But
first drafts of stories, essays, and other creative ventures—even those of our
country’s‘founders—do not show thé perfect or near-perfect conventions
' of later published form. To demand complete correctness from individuals ,
1&_ * , .first putting ideas on paper is unrealistic and counterproductive. .
¢ , In this chapter, primary attention is paid to the main goal of com-
mumcatiug ‘with one’s audience_through composition, using spelling as a
component skill. Examples of young cahlldren s efforts’to spell are shown
i, F -in~sume detail in one stud of composing processes {Graves 1973). The
v o relationship of spelling to commumcatmg is assumed as one concemn, both
in'school and out. One spells to write purposefully, not just tosget h1gh
- seores on tests or to write lists of words from dictation. Correct ‘orm and
icglbdity in letters, edited drafts, and other publlc writing-seems a rea- -
‘sonable’ goal. However, other goals in teaching composition, in terms of
bbth values and procedures also are important. Thus a first question about

«
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18 ALVINA TREUT BURROWS

current research in the mhng of children and adolescents appears in
briefest terms to be where are we now? A second query seeks certain mile-
stones in composition and research: how did we get here? Another questxon
is directed toward-present needs for research: what next? And fourth and-

last is a question directed toward improving research in the study of the -

writing of children and adolescents: how do we do it? To illustrate this last
subtopic, one investigation is reported in some detail asa model and two
others are sketched more briefly.

RECENT AND CURRENT RESEARCH DIRECTIONS

What is the concern of cunent research in the writing of children
and adolescents? A preponderance of recent investigation undoubtedly is

" devoted to syntax. In view of the focus of linguistic scholarship in the last

two decades, this cannot be surprising.

Emphasis grows also from an‘awareness that oral language precedes
writing, both historically, in diverse cultures, and individuaily, in human
development. Studies by Strickland (1962) and by Laban (1963) of chil-
dren’s oral syntax at_various ages received rightful acclaim. Both revealed
growth in productivity and in complexity. Loban, moreover, included
samples of the writing of individuals in middle and secondary school.
O’Donnell, Griffin, and Norris (1967) went a step further by comparing
oral and written syntax in response to the same stimulus, in grades three,

‘ﬁve, and seven. This study, however, employed a smaller sample and a

smaller number of variables. Hunt (1964) published his study of syntax
and his identification of the minimal terminable unit (T-unit) as “one main
clause plus the subordinate clauses attached to or imbedded within it.”
+,  Writing sentences or T-units is undoubtedly an important component
of written discourse. Greater sentence or T-unit lefigth and an increased
number of dependent clauses used by children as they mature gives a feun-
dation for instructional emphases at successive age 'grade levels. Evidence
of individual differences within age groups adds further to our notions of
the wide rarige of capabilities in writing, as in other areas of learning, in,
every grouping of youngsters brought together for instruction. Homogene-
ity becomes an ever more elusive concept.

Knowledge of some details of the acquisition and development of
written syntax helps to enrich a picture of originality in sentence forma-
tion, as sketched by Naom Chomsky, whose removal of the development
of oral expression from the realm of pure imitation has now become
classic. Although, as a resuit of Chomsky’s postulation, the utterance of
original sentences by a young child has achieved the respect it merits,
modification of Chomsky’s stance is also accepted by some observers.

Findings of Strickland, of O’Donnell and others, of Loban, and of
Hunt denved from the study of groups of learners. These revealed devel-
opmental tendencies to be shown by classes and age groups responding to
given stimuli. But detailed accounts of the behavior of individuals as they
write were lacking. 'ﬁue,-vign?ttes and case studies had been included in

v
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prior works based upon actual pzoductxons anecdotes, and descriptions of
thie student as a person. Moreover, some had included individaal accounts

" against a backdrop’of classroom and .community. But, for the most part,

such-anecdotpl dnd sample reports could not stand up to the criteria of
rigorous reséarch. In-deptb “studies of individuals at work remained Tor
current scholars and some outstandmg work of this kind will be reported
as examples for replication and exteniion.
Evaluation has been, and continues to be, an involved and difficult
- matter to examine objectively. Problems-of evaluator consistency remain
serious, although techniques have been devised for determining the degree
-to which such consistency can be acquired (Braddock and others 1963). A
new and more detailed procedure for rating the compcsitions _of_children
was presented by Tway (1970) in her doctoral study, in which she devel-
oped a literary rating scale and validated its use by teachers. However this
is ‘relevant to imaginative narrative, not to the full range of children’s
~ writing. Other evaluation procedures and studies are cuirently in progress.
+  Concem for mictivation is beginning to. gener?ﬁe some studies aimed
at what induces young people to write and how differing motivations seem
to affect resulting compositions. Some of .these investigations combine an
immediate stimulus with motivation that is inherently distinet from re-
quirement, assignment, and other kinds of stimulus, although, of course,
it has some’bearing on the basic human urge to communicate.
In sum, then, current research appears to be making some strides in
examining the processes and components of writing, in defining its many
related variables, in discerning various developmental phenomena, and in

+ arriving at more nearly definitive evaluation of methods of {eaching. Con-

trast with the major concerns of the 19205 i is dramatic. During that period
of prolific research, the goals were.the examiination of length of sentences,
number of complete versus incomplete sentences, total number of words
and number of. dxffexent words, or “type/token” ratio.

HISTORICAL BACKGROUMD—WITH GAPS .

How did we get from then to now, or, in somewhat more profes.
sional terins, what are some- of the important milestones in composition
research? It seems_wise to look first at the compendia that summarize
research studies and serve as tools for investigators surveying the growing
amount of research l:terature Possibly the first catalog-of research in
« elementary children’s_composition was the bulletin Children’s Writing:
Research in Composition énd Related Skills, prepared by the National
Conference. on Research in English (NCRE). Outdated as that summary
.now is, it is useful in showing the thinking of the research leaders of the
1950s, many of whom, still researching, haye moved far beyond what they
then pénceived. A comm:ttee of seven contributors was chaired by Burrows
(1960—1961) Each of the six main contributors presented briefs of the
major investigations in his or her fleld—composltxon in primary grades,
composzt:on in intermediate grades, grammar'in language teaching, hand-
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writing in children’s compaosition, or research in spelling: Aimed at bringing
together reports of outstanding studies in the twentieth cvntury and unifying
some of the disparate findings, this cata!og and interpretation are now a
historic milestone. t

.In'1961, the Amencan Educational Research Association published °

Review of Educational Research, Language and Fine Arts. Summaties of
research in curriculum, in the teaching of composition, in evaluation, in
grammar and usage, in spelling, in handwriting, and 2 lmguistus were

prepared by DeBoer {1961), who had done the section on grammar and )

usage.in the NCRE bulletin of 1360-~1961. Each of the seven areas was
tréated more briefly than in the previous review, but 6fie néw area, then
growing in lmportance was added:” linguistics. -

Seeking to make the findings of research more readable and more |

readlly applicable by classroom teachers, the American Educational Re-
‘search Association and the National Education Association combjned
efforts to do a series on research in teaching in many curriculum areas. A
selective summary and interpretation, Teaching Composition, was first
pubhshed in 1959 and was revised in 1963 (Burrows). Whether this and its
companion bulletins succeeded at all in narrowing the gap between research
and practice is not_known, aithough some of the bulletins were translated
into other! ages and were published in revised editions.

Far more extensive and thorough was Research in Written Composi-
tion, published by the National Council of Teachers of English. The final.
report was written by Braddock, Lloyd-Jones, and Schoer (1963), all of
the University of Jowa. A committee of eight assembled to plan the scope
of the work and to select the means of surveying the array of research
studies conducted in this country and abroad. Severa! grants supported
the production, which covered rese in elementary and secondary
school composition. In addition to a search for worthy investigations at
the” universities represented by the contmittee, a screening was done of
materials known to a much wider 8ircle of teachers and scholars. Criteria
of exceilen({ in i‘esearch were defined, and, of the 485 studies selected for
careful scrutiny;-5_were chosen as fulfilling most of those criteria. Even in
this small number, éxemplifying rigarous standards, some “‘slips” were
allowed, and such allowances were carefully noted. Again in.print, this
significant document is a “must” for serious students of cor:position
research. —

The most recent summary of written composition was made by a anr——— |

NCRE committee headed by Saya Lundsteen (1976). This summary,
Help for the Teacher of Written Composition, published by NCRE and the
ERIC Clearinghouse on Reading and Commurications Skills, includes
recent investigations in composition, in both elementary and secondary
schools. s

. As the title of the present volume suggests, it seems in order to at- ‘

tempt a sketch of a few of the milestones in actual teaching, whether or
not related to research, which just- possibly have been the irritants that
spurred some curious souls to find out how and why composing is done.

~

/, . 30 . ) ) '-.

- .




v
5l

. Composition: Prospect and Retroépect 21

~

The bicentennial year suggested a beginning point for historical views
—~but only suggested. Blame for including only the second -of the two
centuries must be laid at my feet. _What happened from 1776 to 187615 a
darkness yet to be illurninated by by even asingle candle. Truly, very 1ithe is
available at the moment to show actual writing by children andadolescents

" for even the nineteenth century, and, at the moment, only one example.
* isin my possession: & o~ .

-

. January 1, 1872

My dear Parents,
On this happy mpming I come before you to present'my
sincere wishes Happy} happy New Year to you! I feel how your
loving kindness has guarded every day of my life, and how
little I do to prove my love and gratitude. But you are so kind,
you overiook all my faults, and when'I promise to do better,
. you forgive me at once. As I know that nothing would make
¥ " you so happy as to see me an obedient, dutiful daughter, I .
wil try my utmost to please you and my teachers by applying
myself to every task that is’ given me so that I may be a pleas-
ure and a comfort. to you. May God bless you; may he give
you health, happmes, and.may you en]oy many happy days
together is the wish of your loving daughter.
. s Sophie

N
o ey o bt g

@ A descnption of the procedures by which this demonstration of filial

-.plety was achieved was funished by no less a figure than H. L. Méncken

(who attended the same school as did Sophie) in his book Happy Days
(1940)- The writer of the letter, then a little girl of ten years, later pro-
nounced Mencken’s description “exactly the way we did it.”” Sophie in

1872 and Mencken-in 1886 were treated to the same kind of “‘composing”

lesson—obviously, the copying of their teacher’s composition. The writer
of the quoted letter could later remember me instance of independent
writing of any kind. When and where the opportunity to set individual
ideas down on paper was first granted remams to be discovered. In the
Ciaries and biographies of some authors, in both’England and the U.S.,

children’s writing of individuality«and charm is to be found Itis dlfﬁcult
to say how the schools treated problems of composing, if they did at all.

Bronson Alcott, father of Louisa May Alcott and now more famous
than ever, wrote in his journals some of his views about the teaching of
writing. He opserved that if young children’s handwriting is small and
cramped, the children must have been made. fearful, and this restriction is
not “natural.” Since his four daughters were tutored.at home, by himself
tud by Thoreau. and Emerson, their excellence in compdslng cannot be
attributed to the very few years they spent in formal schooling.

‘Both before and after the Civil War, great gaps are evident. What
continuity, if any, existed between the practices of outstanding teachers,
from:- colonial times until the post—(iml War period? This is an area yet to

‘. . c
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be examined and, described using the let*ets and diaries of adults and young
people of the period,’ the recollections of living adults, and the journals of
teachers and educational leaders. Courses of study during that period are
another primary .source, although- what was prescribed-by officials and
what was actually done in classes could be very different. Were teachers
and parents concerned with originality or only with correct form? Were
some teachers concentrating exclusxvely on preparation of the elite for
college here or abroad? ; .

TEXT BOOKS AND TEACHERS’ REFERENCES

The evolution of textbooks constitutes yet another source through
which to trace concern for the changing needs of young children and
adolescents. It does not seem possible at the present time t6 construct an
adequate plcture of the appearance-of texts for teaching composition, to
say nothing of relating those texts to philosophies dominant at various
periods of social and educational history. Though the importance o
reading instruction was richly represenbed in early hornhooks and primers
as far back as the colonial period of American history, the paucity, or
perhaps even the absence, of composition texts forschool chlldren through-
out the 1800s needs to be thoroughly researched. -

The view that writing was as natural as talking seemed to be assumed
by Davis (1839) in one of the early books on methods. This slender vol-
ume began with a discussion of the duties of parents and teachers and
followed with-chapters on school government and on individual differences.
It then proceeded with separate chapters on teaching the alphabet, spelling,
defining words, grammar, arithmetic, geography, and the use of illustra-
lion.and apparatus and eoncluded with a chapber on moral educztion and
the Bible. But it gave no space to instruction in composition. Teachers
were advised to have copies and pens ready for penmanship; the practical
and humane admonition was given to schedule such instruction (during
the winter) for the latter part of the morning, when the ink would no
longer be frozen, and not in the late aftermodh, when children’s hands
would tremble from the cold. Davis went on to say: )

How pleasant to be able to comimunicate our thoughts to
absent friends! how useful to be able to record the results of
«+ business! how wonderful to be able to put our thoughts on

o paper, that they may be communicated to min@s in other

My

lands and in other ages!

But he gave no advice as to how this art was to be taught. Indeed, one

must assume, from present minimal evidence, that compo:/lon as we now

perceive it simply.was not taught. Handwnting and spelling, yes; but how

to help children set down their ideas and feelmgs on paper for a live and

kiiown ﬁl‘xdience.was ignored in professional references and very. probably
iy

4
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in the classroom. Not until the early years of the twentieth century did
the schools begin this task. \

. That early twentieth century texts in-language included mstructioxk
in- composmg is. evident from historical collections, When did the apparently -~
great emphams put- by early publ!catxons upon correct punctugi;ion and

~—~

spelling,,along with .proper margins and clear penmanship, give way, toa 3
balanced emphasis upon content or even on sentenee formation? To what —",g
extent did’ texts set the pace for changing practice" To what extent did %
pioneer schools forge ahead: of more conventional ones? ‘How did the 3
developing field of textbooks relate to such basic position statements as g
the famed Hosic (1917) report and the experience curriculum (Hatfield i
1935), 1ust4.wo milestone deruments by acknowledged leaders? . :

w £

FAMGUS COMMISSIONS ON THE TEACHING,OF ENGLISH L

In an arficle surveying the history of creative expression, Kantor
(1975) began with the late nineteenth-century publication of “the justly 3
famous Report of the Committee of Teag of which the prestigious president .
of Harvard University, Charles W. Eliot (1894), was the chair. Scarcely a | :
better choice of historic-documents could be made, either for Kantor’s
purposes or for the substance of this review. The report of the Committee .
of Ten is quite possibly the first written summation of -a committge’s
point of view about the teaching. of English throughout the elementary
grades and high school. Although iis main focus was upon secondary .
education, the committeé reasoned that elementary school must prepare PR
pupils for the high schoo! curriculuin. The followirl} excerpts from the ’
report of the subcommittee-on English, Xnown as the Conference on the
Teaching of English, presented the view of that body on the goals and the
methods of teaching composntion in the entire elementary school.

To THE COMMITTEE OF TEN:—

The Conference on the Study of English has the honor to submit the
following Report:—

The Conference was called to order on Wednesday, December 28th,
41892t quarter of eleven A.M,, by Professor Allen. Principal Thurber was
elected Chairman and Professor Kittredge, Secretary. The Conference
remained in session till half past three o’clock Friday, December 30th,
when it adjourned sine die. Every member was present at the deliberations ' ,
and took, part in «debate. The results embodied in the present Report were '
arrived at after much dlscussxon, and represent in all but a few points of
minor ‘importance the unanimous opinion of the Conference. The sub;ects
vyhlch the-Conference thought were included in its commission are those
usually taught in schools under the names of English Language, ®nglish
Grammar, Composition, Rhetonc, and English Literature. Elocution
appeared to lie outside of the sub}ects which the meeting was convened,
discuss. .

. )
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The main direct objects’ of the teachiné of English in schools se.ms
to be two: (1) to enable the pupil to understand the expressed thoyghts of
others and to give expression to thoughts of his own; and (2) to.cultivate

> -a-taste for reading, to give the pupil some acquaintance with good lit-
erature, and to fumish him with the means of extending that acquaintance.
Incjdentally, no doubt, a variety of other ends may be subserved by ,

- English study, but such subsidiary interests should never be allowed to
encroach on the two main purposes just indicated. Further, though it may
be necessary to consider these main purposes separately in the Report or
even to separate them formaily in the statement of a programme, yet in
practice they. should never be dissociated in the mind of the teacher and
their mutudl dépendence should be kept constantly present to the mind of

the pupils. The recommendations of the Conference should all be inter-" 4%
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preted in accordance with these general principles, which were never lost=" . [’ "

sight of in its debates. -
The "recommendations of the Conference fall naturslly into two

"~ -divisions: (1) English in schools below the high-school grade, and (2)

English-in the high-school.

S~ -

L THE STUDY OF ENGLISH IN SCHOOLS BELOW THE HIGH.
SCHOOL GRADE '

. If the.pupil is to secure control of the language as*an instrument for
the expression of his thoughts, it is-necessary (1) that, during the period of
life when imitation is the chief motive principle in education, he should be
kept so far as possible away from the influence of bad models and under
the influence of good models, and (2) that every thought which he ex-
presses, whether orally or on ‘paper, should be regarded as a propet subject
for criticism as to language. Thus every lesson in geography or physies or
mathematics may and should become' a part of the pupil’s training in
English. There can be no more appropriate moment for a brief lesson in:
-expression than the moment when the pupil has something which he is
trying to express. If this principle is not regarded, a recitation in history or
in botany, for example, may easily undo all that a set exercise in English
has accomplished. In order that both teacher and pupil may attach due
importance to this incidental instruction in English, the pupil’s standing in
any subject should depend in part on his use of clear and correct English.

In addition to this incidental training, appropriate special instruction
in English should form a part of the curriculum from the béginning. For
convenience this special instruction may be considered under three heads: -
(a) “language” and composition, (b) formal or systematic grammar, (c) read-.
ing, or lessons in literature. ¢ .

A. “Language” and. composition.—During the first two vears at
school, children may acquire some fluency of expression by reproducing
onlly in their own words stories told thém by their teachers and by
inventing stories about objécts-and pictures.
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Composition: Prospect and Regrocpect

Not later than the firs term of the third school-year children should
begin to compose in writing. To assist them in overcoming mechanical
difficulties (as of punctuation, the use of-capitals, etc,), they should be
required to copy and to write from dictation and from memory short and
éasy passages of prose and verse.

. From-the begmning of the third to the end of the sixth school-year,
“language -work” should be of three kinds:

1. Oral and written exercises in the correct employment of the forms
of the so-caﬂed “irregular” verbs, of pronominal forms, and of words.and
- phrases frequently misused.

" 2.-C-al and written exercises in the most elementary form of com-
position, t.at is, in the constriction of sentences of vsrinus kinds. The
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matter out f which the sentences.are to be constru:ted inay, if necessary,

be supplied 1y the teacher, but the pupil should, from his earliest years, be
encouraged.to> fumish his own material, expressing his own thoughts in a
natural l way. The greatest care should be taken t0 make these exercises
practical tather. than- technical and to avoid the errors of the old-fashioned
‘routine method of instmct:on in grammar.

3. The writing of narratives and descriptions.—These exercises should
begin with the third School-year and should be contirued throughout the
course. The' subjects -assigned should gradually increase-in difficulty: in
the seventh and eighth séHo. lyears if not eariier, they may often be
suggested by the pupit’s obse?;\/ation or personal experience. The para-
phrasing of poetry is not to be commended as an exercise in prose com-
position: it is-often of val'ie to require the pupil to tell or write, in his
.own.words, the story of some narrative poem; bu’ the reducing of lyric
* poetry to prose is hardly to be defended. Pains should be taken, frora the
outset, to enlarge and improve-the child’s vocabulary by suggesting to him,
for the expression of his thoughts, better words than those he may himself

haye chosen. He should be trained to recognize when a sentence naturally

closes, and should be wamed against running distinct sentences together.
He should also be trained to parceive the larger divisions of thought which
are conventionally indicated by paragraphs. The teacher should bear in
mind that the 2tecessity of correctness in the formation of sentences and
paragraphs is like the necessity of accurate addition, subtraction, mul-
tlplication, and division in mathematical work, and that composition
proper,—the grouping of sentences and paragraphs,—as well as development

" ofacentral idea, should never be taught until this basis of correct sentences

is attained. ; . )
Spelling should be leamned incidentally, in connection with every
subject studied, and not from a spelling-book,

’ Compositions and all other written exercises should receive careful
and appropriate criticism, and the- staff of instructors should be large
enough to protect every teacher from an excess of this peculiarly exacting
* and fatiguing work. (Pp. 86—88p
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For elementary and secondary school,ithe report recommendes that
content and method .preserve tradition and\adopt a few changes. To the
doctrine of mental discipline was added the ideal of social efficiency.
Though 'this seems a small and reluctant step\forward to viewers from the
last quarter of the twentieth century, it-must be remembered that the
document; \was written just thirty years after the Civil War and during the
last tnumphant decade of the reign of Queen \élctona As labeasthe 1920s,
the Cammxttee of Ten Report was revered in some circles, and its pfe'wpts
sheped curriculum work in a nuner of schools.

A few professional refcrences in the late 1890s and in the first
-~ decade of this century r-.commended the in'&:lusion of spontaneity and
freedom’in the teaching of writing. Tha notion of writing for a particular

audlience appeared at about .this time, as did the wntmg of poetry.
) The next milestone in a sequence of national reports by concerned
specialists was the Hosic report, so-called for its chairman, James F. Hosic
(1917). Report on the Reorganization of English in the Secondary Scio0ls
mad.” a consnderable departure from the academic requirements of the
Committee of Ten document. Referring to the highly formal requirements
of college entrance examinati~ns and their lack of relation to students’
lives, Hosic and his committee took a clear stand against formal discipline
as the sole principle activating the selection of high school English content: -

Like the preceding commissions, the committee on college
entrance requirements made a report which tended to foster a
type of English study that practically ignored oral composition
and subjects of expression drawn from the pupil’s own exper-
iencé, and that constantly applied in the study of literary
masterpieces formal rhetorical, categories. A reaction against
such a type of study was inevitable. |

With the wonderful development of the public high school
during the last two decades that reaction has come. From its
beginning the high school was fighting ground. Established,
like the academy, to provide a greater variety of'studies than
the preparatory school; it was soon itself called upon to fur- -
nish the opportunity for college preparation. Funds were hardly
adequate t6 carry on courses both for thosf who were going to
college and those who were not, and in the end the definite
desires oflthe college-preparatory group triumphed. The effect
was to render the English work excessively formal in character.

This was due in large part to the dogma of formal disci-
pline, which the colleges insisted upon as the essential element
in preparation long after they had partly discarded it for them-
selves. Studies must be hard and disagreeable and a certain
amount of ground must be covexed in order that the mind of
youth should be steeled for the intellectual encounters to be
met with in college ays. This was the ideal which had justified
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e emphasis upor. the classics and mathematics, and it was insisted
i f upon also for English; and this without regard to the fact that
i the term. English covered such diverse subjects as grammar,
: : * composition, literature, history of literature, history of lan.
. guage, spelling, etymology, ete. (P. 15) T .

A

‘ »
Do . \The report of "the Committee on Composition of the Hosic Commis-
oy sion- detailed the kinds .of learning.experionces in composition deemed
L/ suitabieTor pupils in grades ten  through twelve. .

s . 4

[N

. REPORT-OF THE COMMITTEE ON COMPOSITION IN THE TENTH,
ELEVENTH, AND 'TWELFTH GRADES (SENIOR HIGH SCHOOL):

. PURPOSES OF TEACHING COMPOSITION.

The purpose of teaching composition is to enable the pupil-to speak
and write correctly, convincingly, and interestingly. The first step toward
efficlency in the use of language Is the cultivation of earnestness and
sincerity; the second is the development of accuracy and correctness; the
third is the arousing of individuality and artistic copsciousness. ;

’

general aim is to be realized that point of view is that he must meet the
needs of the individuai pupil. The development at the expressional powers
of the individual pupil should be the aim of the teacher rather than the
teaching ‘of specific form and rules. Each year om\ pupil’s life brings a™
broader outlook through added experience and more mature thought.
Each year, consequently, there is need for an increased mastery of tech-
nique and of more mature forms of expression. Only fronr a realization on
the part of the teacher of this growth of personality can an adequate
course in composition be organized. : -

Spch individual treatment requires thal each pupil do much writing
and speaking on subjects familiar to him. If materie! for oral and written
work js taken from the experience of the pupil, familiarity with the subject

. mastery of the thought, (b) to speak or write convincingly by reason of his
own interest, (c) to give some attention to the arrangement and presenta-
tion of his thoughts in a manner likely to arouse interest in others. o

The classroom activities in teaching composition when arrafiged in
the crder of their importance are: (a) Letter writing; (b) relating of some
simple incidents and explanation of familiar subjects; (c) analysis of pieces
of writing; (d) reports; (¢) literary composition; (f) debate. :

Letter writing is placed first as being of most importance since it is
the form of writing the pupil will use most frequently. The pupil should
be able to write a courteous letter according to the forms in genenl use,
and of the degree of- formality or informality appropriate to the occasion.

. Second in order of importance is exposition. The second aim thedi, is to

37 . ™

will enable him (a) to give attention to correctness rather than to the -

A definite point of view must be kept in mind by the teacher iftﬁis\
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trala the pupil to compose a clear and readabl" paragraph or series of

patagraphs on familiar subject matter, with due observance of unity and

order and with some specific details. Third, is the ability to analyze and - ‘
present in oulline form the gist of a lecture or piece of literature, and to - vl
expand such &1 outline. The fourth aim comes when the pupil is more
mature and has developed in power of expression. He should be able, with -
due time for study and preparation, to plan and work out a clear, well-
ordered, and interesting report of some length =non his special interests—
literary, scientific, commercial, or what not. These four sims should be '
kept in mind for all pupiis. Other aims should'be kept in imind for those

wio have special aptitudes; for those who have the argumentative mind,

- ability to arrange the material for a debate in an effective way; for those - '
who have 'literary tastes, ability to write ashort story or other bit of N
imaginative composition, with some vigor and personalityof style and in
proper form to-be submitted for publication, and to arange suitable

" stories in form for dramatic presentation. - ) ,
~ -~~The above aims have to do chiefly with content and the arrangement -
of the thought for effectiveness. It must be remembered also that correct:
ness as to formal details is an aim throughout. These details are: A legible y
-and firm handwiiting, correct spelling, correctness in grammar and idiom, :
and observance of the ordinary rules for capitals and marks of punctuation.
These, however, being not specifically“literary, but the" essentials of good
workmauship in all kinds of written work, are the concern of all teachers,
and should be enforcéd in all classes by the authority of the principal.
Beyond these general requirements the writer should, through his English
work;, make an effort to gain an enlarged vocabulary through reading and
to use a vocabulary in his written work suitable to his audience and the
occasion. A_cancise and vigorous style may often be gained uriconzciously
by the reading of authors who possess these qualities, but mere imitation
of style may-yesult in “fine writing.” A pupil may be set for work on the
same project,.however, that an author has worked out if there is no con-
scious effoft-to use phrases or words that are not his own. Firmness and
flexibility in writing may- be gained by reconstructing sentences and par-
agraphs of one's composition. - ;

~ 1L CLASSROOM ACTIVITIES.

Classro,ofn activities in composition should be founded upen and
should grow out of the experience of the pupils. These experiences may be
classified as follows: . )

1. Those that school life provides:
.+ . . (a8) School work.
" "'(h) School activities, social and athletic.
! 2 Those that outside interests provide:
(a) Work—past, present, and future.
(b) Amusements, play. )
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(c) Interests in the home.
(d) Other interests, as travel and local mdustnes
(e) Reaging

+

School work itself furnishes a vast amount of material for composi-
tion. Heretofore there has been a tendency to base much of the theme
work on the English classics. The introduction of the sciences and of
vocational training, however, has made a great amount of material growing
out of the actual experience of the pupils available. There is a growing
tendency.to use this material and to reduce greatly the amount of composi-
tion work based on the classics.

" All theme work should.be made as real and vital as possible. The
following examples illustrate how school work may be adapted to this
purpose and'suggest methods of giving practice in different types of
discourse. A pupil makes a field trip with his geography class; this trip
furnishes more vital narrative material than “A visit to England at the time
of Ivanhoe;” it is fresher material even than “Last year's fishing txip.”
Another visits a big chemical factory; extreme interest in the subject will
tend to produce a good descrip’ion of the factory. A third becomes in-
terested in radium in 'the physics class. He reads-all that he can find and
assembles his knowledge in a good exposition. A senioz has devoted some
time to deciding what he will do after he leaves the high school. An
argument in defense of his decision, whether for a certain college orfora
certain vocation, has as its basis the mental experience of the pupil himzelf.

Outside interests—play, amusements, work, home activities, reading
—will furnish a vast amount of material if the teacher is able to direct the
pupils to it. For example, in the class is a boy living in a-crowded section
of the city who has taken a prize for having'the best home garden. He tells
Tow to have a successful garden. A boy whose father is assistant tp the city

forester has a collection of moths and writes well about these beautiful
- creatures. ‘The list of such topics is well-nigh unlimited, and they are ex-

tremely interesting to the class. Moreover, the pupils feel that these topits
are’ worthy of their efforts. Such exercises can often be presented before
the entire school, sometimes with stereopticon views.

The sports fumish good subjects; for instance, a talk on “Swimming”
might be given by the boy who takes the prizes in the contests;or on “How
to win a foot race,” by the-boy who won a race in a‘field-day contest.
In general, subjects should be suggested, not assigned.

For-the very small minority who seem to have no developed interest,
subjects may have to be assigned Even in these casés a nucleus of interest
may be found. A visitorin the Louse talks about the “‘glass industry.” A

boy listens and wants~{a*know all about the subject. He reads (magazine

articles preferred) and g)ves a ‘talk, making the subject as interesting as
possible, not a résumé of one article but assembled knowledge from many
articles, Problems and questions of the hour _may have interest for some
who read the newspapers. This nucleus of interest should be in the mind of

‘ g
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hthe pupll, not In the mind ot the teacher. The problem of the teacher is to

get at this nucleus.

., Not only should the tctivnies on which compositivn Is based be real,
not only should they’ touch the life of the pupil in some way through
interest or.experience, ‘but the exercises thomselves should have, as far as
possible, a-purpose. Much of the work in English may be used for definite

"ends in thie.school itself. A school paper and an annuai fumnish means of

preseni.ig the best poems, stories, aad editcrals produced in thé English
classes, By skillful management “the local newspape!s may be induced to
publish some of these exercises. In large-cities a report of school athletics
is made for the lochl papers every week by pupils, who often receive temu-
neration. Programs may be arranged for the presentation before the school
of the class work in English. Speeches of acceptance at the awarding of
medals for various sports may be given as cliss exercises; and so may the
after-dinner speeches for'class banquets.

The orientation of the English wozk should be the constant aim ofe

the teacher. The pupil Will be sble to get freedom of expression if he
chooses‘an audience, and does not write with the vislon of a teacher, blue
pencil in hand; looklng over his shoulder.

The:activities so far described have a value In that they are llkely to
produce clear and definite expression. They also furnish'material for
organization. What the organization of the material shall be is determined
in each case by the purpose in view and the andience for whom the com-
position is prepared. Now, by carefuliy ouumlng cach subject the pupll
leams unlty without being burdened with rules. By working out details
with the help of the outline he learns coherence and emphasls in the same
way.

To sum up: In the compositlon course, content should appeal to the
pupil as first in importance; organization, second; details of punctuation,
spelling, sentence structure, choice of words (matters of careful scrutiny),
third.

Besides these geferal and practical activities, there are certain others
by means ot which special capabilities may be develcped. Fact writing and
imaginative writing come *rom two types of mind. The pupil who can write
a short story should be given an’cpportunity and should have speclal train-
ing, but excellence in short-story writing, or even fair work, should not be
made a standard for passing pupils, nor should inabillty to write a fair
story be made a‘basis for failure. All pupils should be encouraged to try,
however, otherwise ability In this line may not be discovered, Many times
this ability can be discovered early in the course. If a pupil can tell an in-
cident or write a good description showing ‘“‘vigo: and personality,” he is
likely to be the one who can manage a short story. Some trials at verse
writing will reveal cupils who have ability in this direction. The same i5
true of dramatization. Easy exercises In the writing of conversation that.
shows character will reveal pupils who, with'special training, can dramatize.
Here again the work, i.e., dramatization, should be based on the interests
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of the pupils. Material for dramatazauon may often be found in local
history.
In short, there should be frequent exercises in imagmative writingas < :

“4rials” in the eexly years of the high school. Special training in drématiza- T
tion, advertisement writing, journalism, and short-story writing should be
placed in the last year,

, What:has been said of the short story is also, true of debating—not

-« every pupH has the debating mind. The one who has will discover himself .
- in classroom argument and should be encouraged by the teacher to debate..
Debaﬁng societies, where the pupils take the initiative, should be orgamzed
for those who can profit by them.

‘ Pictures may be used at any time to suggest a theme or a train of

_9 ] " thofight: me pmﬁtable work may be done by the use of the right type

ok Ve Nl Lt s,

L of picture. example, the cartoon may often ‘be’ used for the-devel-
opment of a short . The chief editorial of the day in many news-
§Y . papers Is often put into the cartoon.,

Letter/wntmg should be a frequent class exercise. Pupils should be
given constant practice in the writing of Jetters that have a real purpose;
.-, thé body of the letter should grow out of the interest of the pupils. The

_ boys take more interest in ordering a bill:of goods from “Spalding’s” than

*  books from a publishing company. The boy who has a garden would prefer ‘
to write for-sceds. Letters of application should, if possible be written for
real vosjtions, to real persons. Invitations to school parties and banquets
v should be made class exercises. Letters may, in some cases, be written to
* the principal asking for class standings.

' “The spirit of informal letter writing may be stimulated by the simpler

* * letters of Stevenson, Dickens, Carroli, and meoln The pupil should feel o

that in the letter he has absolute freedom to_ write on a familiar subject,

with* more revelaiion’of pefsonal feelings and tastes than in any other
form. Thie problent is to show the pupil that he has mental and emotional
experiences worth while putting into aletter.

The chief forms should be as familiar as the multipli¢ation table. A
letter that has one inddmissible- feature in heading, salutation, or closing -
3 deserves censure.”

a Oral composition is growmg in favor. " Ability to thmk on one’s feet -
and %o express one’s thoughts clearly, forcibly, and persuasively, should be
the aim, Like the written work, this oral work should be definite and have
a purpose. A class of boys, for example, sees a definite value in being

- trained to expldia “how to make & weld” as a foreman must explain it to

! - apprentices. -It is not difficult for them to see that thc one who interests

. his audience “(the class), who holds their attention by his clear, distinct
axticulatjon and ordetly presentation will” very Ekely be able to control the
men put in his charge. Young people are severe critics. Their vote of “good”

_or “bad” is a great Incentive. Many excellent pupils who have for two years
of their school life recited from five to ten minutes in a connected, ordarly
manhner are often able to say but & few words, and those in a confused
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p 2
manner, when called upon to face a class. Oral composition is almost val-
ueless unless the pupil -stands before the class. Thirty pairs of strange,
questioning, doubting, curious eyes are more terrifying than one familiar,
critical pair that the pupil has been in the habit of reciting to, and hexyce,

the pupil gains valuable self-control in leaming to face them. An exercise . -_
where presence, showing dignity and control is essential, makes a direct -

) . appeal to pupils. In such exercises the pupil finds himself and gains ini-

tiative. The oral work should be continuous throughout the course, not
made up of just a few lessons for a few weeks. The aim.should be devel-
opment of power to think before an audience and to fi nd the language in

“which to express oneself.

In general, the classroom activities in composxtxon should spnngfrom

the life of the pupil and should develop in him the power to express his
individual experiences. In order to assist in meeting these requirements.a

v

course has been suggested which includes for each year (g) specific aims; .

(b) a collection of suitable material; (c) suggestions as to method ap-,
plicable to the material. (Pp. 54—59) .

The Hosic teport may well be the first national committee report
to cite in a quasi-official document some relationship between speaking
and writing. For the early high school years, the committee recommended

imaginative exercises as “trials,” to select students of talent for further '

training in literary writing in grade twelve. Such training was to consist of

_the writing of short stories, drama, and verse.

To understand some of the pronouncements of this report, one must

envision 2 nation engaged in the First World War, a world in which mon-

archy was waning but still was being fought for. Education of the elite

and selectiyity in education dominated even public-school thinking. College-

was for the wealthy and for a few lucky, hard-working, and glfbed young
men and for even fewer women.

It is indicative of the upheaval of the time that just sevénteen ye&rs
after-the Hosic report came a document representmg views of teachers

who chaired active committees of the National Council of Teachers of -

English (NCTE). Entitled An Experience Curriculum (Hatfield 1935), this
important document illustrated a sweeping forward movement. Even its
name dramatized its departure from the strictures of formal discipline.
Whereas the Committee of Ten in 1894 had not emphasized writing at.out

‘personal experiences until grades seven and eight (“if not earlier”), the

Hatfield report suggested such writmg begin in grade one, closely allied
with oral compusing, drama, and exposure to literature. Obviously, creativ-
ity was given a much larger role. Not restricted to pupils of talent, original-
itywas to be supported by specifically described experiences in observing,
imagining, and reflecting. The commission under Hatfieid’s leadership also
distinguished between creative writing carried out for its intrinsic satisfac-
tions and composition of a utilitarian nature, serving sociai communication
purposes. )

——
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The influence of An Experience Curriculum was of historic impor-
tance, although positions opposed to its emphasis on creativity and “real”
communication made themselves felt. Still another conflict arose between
forces. azivoutmg a vetum to a traditional Latin-based grammar and
proponents of the emerging s sclenceof linguisti(s The old contest continued
between trainmg in-the mechanics of writing and allowing a spontaneous,
personal’ writmg Some of the guif continues to separate the proponents of
imaginative expression from the defenders of factual and business commu-
nication, However, the wealth of teaching ideas and the comprehensiveness
of the program delineated in 1935 by Hitfield and the NCTE Curricuhim
Commission are stiill germane to curriculum development, promoting the
integration *of writing with the entire language arts orognm and, indeed,
with the entire éurriculum.

Other documents developed by leadmg teachers in the broad dis-
cipline of English at both elementary and secondary. levels appeared as
organizations other than NCTE assumed responsibilities. In fact, concem
for composition in the cumiculum extended to the college years, both
undergraduate and graduate divisions. An entire series of books on the
English cumiculum was originated by NCTE, and in“each the needs of
students and teachers were considered. This broad venture occupied many
years during the late 1950s and 1960s. '

- Concurrent with the completion of the last in the NCTE curriculum
volumes was a meeting 6! representatives from four qrganizations: NCTE,
the Modem Language Association, the American Studies Association, and

 the College English Association. All levels of education were represented
by professors of English and of education, leaders of professional organiza-
tions, administrators, and a representative of the Uniteq States Department
of Health, Education, and Welfare. These leaders addressed the problems
of teaching English in the period following the Second World War, when
colleges and"graduate schools were pressured by peak enroliments and
when it seemed necessary to reduce the time needed for doctoral-level
preparation, while maintaining high standards of knowledge, both in depth
and in breadth. Difficulties between pedagogy and content were debated,
as were the gaihs and dilemmas of cross-disciplinary studies.

The section of their report that dealt with writing at all levels was
the work of the several members of the Basic Issues Conference. This task
force was concemed with both the general and the specific’ problems of
composition teacking. The first meeting of the conference, in 1958, dis-
cussed current practices and problems at every level and age of schooling.
Smaller work sessions followed, and a final all-member meeti'ng arrived at
agreement 'in principle for the published report of the conference on the
Basic Issues in the Teacl:ng of English (1959). The problems included
were those of continuity, of differentiation of programs to meet student
needs during an age of ever-broadening social and economic student
populations, and of respect for standards of excellence. The teaching of
writing in elementary and secondary schools was considered to include
both imaginative and objective communication aspects. The basic issues

%
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are still with ysin 1977, both in theory and in practlce Indeed, some have
become more acute. .

SUPPORT FOR STUDIES OF COMPOSITION °

Two other important activities carried on in the 1960s, when i‘ederal
money for such projects was available, shauld be note?. One was Project
English, a series of explorations in curriculum development,-conducted
largely at the University of Nebraska and at Northwestern Univessity. The
Nebraska Center related children’s writing primarily to Licerature: children
were to pmulate literary models by extension, by paralleling, or by other

e

means. Large, compendxous reports were puplished as part of a government- R

sponsored project.” A second and complementary activity also gained
federal support during that decade. Workshops for teacners were carried
on at many universities; some of them were aimed at helping teachers with
. their own writing. One series’of workshops, which putiished useful data
“about its results, was héld at the University of Georgia. Other workshops
focused primarily on planning ways and means of including more opportu-
nities -for many kinds of writing. It must be recalled that this burgeonirig
of concern for composing ‘took place at a time when elementary teachers
were approachlng “the néW math” and much more work in science.
A’counter effort, yet in some ways a complementary one, was the
meeting of leaders from the United Kingdom and the United States at the.
Dartmouth Conference,in 1966. Twenty-eight teachers from the United
States, twenty from the United Kingdom, and one from Canada met in
late August and early September under the auspices of NCTE, the Modern
Language Association, and the British National Association for the Teach-
ing of English. First-hand, informal accounts by some of the partivipants
revealed the colorful, spirited, and, at times, acrimonious debates that
took place that summer in Hanover, New Hampshire. The published report,
"Growth through English (Dixon 1967), revealed scme of the consensus
- achieved and, to Dixon’s credit, expressed regrets for the omission of some
of the minority views. For both’ elementary and secondary years, a freer
atmosphere for writing’ was' espoused. The preservation of creativity was
supported through acknowledgment of the need for more information
about the apparent polarization of reality and fantasy in early adolescence.
A second report, The Uses of English (Muller 1967), presented a
somewhat ‘more structured array of principles and ways of putting them to
. work, ranging from fundameutals in chapter one “What Is English?”
through. democracy in the classroom, mass media, and myths, to chapter
ten, “The Issues of Responsibility ” The influence of these two volumes
is difficult to acsess, but whatever the final oplnlon may be—if there be
anything final in the realm of teaching—those reports will continuv to
present-a-portriit_of the complexities of English teaching and learning.
If serious professional attention to research seems to nave been rare—
a conclusion that is well-nigh inescapable—there are now some encouragxng
signals. NCTE gives recognition st |ts annual conyention to promnsnng
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young researchers. The first such award was made in 1970, and, thus far,
seven of these awards have been made for research in composition.
NCTE also ‘originated a research foundation in 1960 and thus far

" hes helped {¢, support six projects dealing with composition research. The

first subsidy was given in 1963, and the six studies now completed erabrace
a varlety of problems. Yet Another award made by NCTE began another
venture of great service to researchers. The magazine Elementary. English,

‘devoted to the teaching of the language arts in elementary schools and

published, since 1975 under the title Languadge Arts, began a,series of
research summaries which included studies in composition. -Various leaders
in elementary education have authored.these summary surveys. Appearing
almost every year since 1957, they have become a valuable tool for i in-
vestigators.

LEADERS AND CONTROVERSIES .

Any historical overview of an educational movement, no matter how
abbreviated, must include the work of leaders. Had there not been propo-
nent* .d demonstrators of change, the work of commissions and councnls
and associations could not occur. In recalling great individual liberators of
the writing of children and adolescents, the name Hughes Mearns imme-
diately flashes befove the mind. His books, Crgative Youth (1929) and
Creative Power (1958, '1975) have become beacons to those fumbling
toward the freeing of young people’s originality, to those who know by
intuition and observation that there must be mere to teaching than mark-
ing corrections on students’ papers. Gifted teacher and humane counselor,
Mearns was also a novelxst and a charming, gracious speaker with.a gentle
and contagious sense-¢ or. Another great contributor to the concern
for teaching composing with the whole complex of literacy was
Dora V. Smith. Her d&ciotil study (1928) of high school children’s com-
position was followed by a vigorous career in writing, in teaching, and in
nationwide lecturing and consulting, Perhaps the climax of this challenging
life was a world tour in search of manuscripts written by natives of the
developlng nations after World War II. The names Harold Rugg, Johun T.
*Frederick, James Hosic, Luella Cook, Louis La Brant, and others as far

_back as Hlnsdale TI898)-desezve,many pages. And nearly all leaders from

the turn of the century until today would want, no doubt, {o pay tribute
to John Dewey. His contribution to philosophy and to education continues
to extend fat beyond the borders of America and beyond the limits of his
long life. His influence was, and is, a galvanic power in the progress toward

. freedom and discipline in edueahon

It would be a distortion of fact, however, to weave 2 magic carpet of
great names and to fly on it through the hlstory of composition teaching
in this century, without acknowledging crosscurrents and strong head-
winds. Continuity and evolution emerge as in any historical study, but
regression occurs as well as progress. Indeed, it appears that action has
regularly been followed by reaction, as cited in the well-known physical
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law, thouz’s in histérical perspective reaction is not always opposite and

equal. Here again, names flash to mind: The titles Quackery in the Public_"
Scheols (Lynd 1950) and Educational Wastelands (Bestor 1953) became -

something of a slogan, if not quite.a battle‘cry. for those groups wanting a
return to “the good old days.” Though se_fving as a rallying point for many
who opposed change on principle, these books brought many communities
to the vigorous examination.of their schools for the first time since the
rapid expansion followjng World War II. Debates in patent-teacher groups
“waxed quth.” “My child can’t spell” and “My child is'in high schoo} and"
still can’t write a decent sentence” wete complaints frequently heard.
Many shades of community leadership gave expression to a plethora of
diverse opinion among teachers. ) ’

Fortunately, money was still available in the sixties and early sev-"
enties for considerable experimentation. It is hoped that the, period of
economic stringency of the mid-seventies will prove a clearing period for
beliefs and' methods. Perhaps a few years of less violent controversy may
effect a meeting of minds and produce greater satisfactions for teachers
and pupilsl A’ clearer,realization of goals of English teaching in general and
of composition in particular might lead to clearer research directions. .

PRESENT STATUS IN COMPOSITION RESEARCH

No formal survey is available, but it is safe to say that more research
in composition is now going on in utiversities in the U.S. than ever before,
even’more than during the productive decddes of the 1920s and 1960s.
This is true in part because relatively little was done earlier. Research in
reading started long before research in composition gzined much ground.
‘?QLZer fields of English also received greater attention. One cannot say that

position research has achieved parity with these fields, but certainly
progress has been and is being made. The study of linguistics has contrib-
uted considerable impetus to this robust growth. Many studies have beep
done in children’s written syntax and in developmental saquences in that
syntax. Hunt’s identification of the “T.unit” (1963) and O’Donnell,
Griffin, and Norris’s (1967) comparison of the oral and written syntax of
young children are two of the leading examnples. Seminars in English re-
search methods have been held at national conventions of NCTE. The

. National Conference on Research in'English cosponsors meetings at which

certain aspecis of writing are considered. An accounting of this increased

.~attention to résearch in writing should now be attempted, including the
“composing’ protess, handwriting, spelling, linguistic structures, and psycho-

linguistic -growth and competency. Publications on children’s writing
appear to be increasing in number; they need to be analyzed to determine
whether the’ appearance of improved research quality, as well as sheer
frequency, is genuine and not illusory:

For all the apparent productiveness of the present decade in getting
at the nature of the writing of children and adolescents, certain questions
continue to be perplexing. What causes youngsters to want to write? How
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B much motivation is inbom is just because fundamentally we are commu-
. hicating animals? How much stems from home, from contact with adults
» " whom children see writing for obvious and satisfying purposes? How much
Do motmtxon is affected by the media, those complex influences that touch
i us all? What fraction of motivation to write is built upon early approval at
, home, when a laborious “drawing” of words on paper extends the reach
oo "of young explorers to a realm they only*vaguely sense? Does the desire to
write need constant rekindling by peers and adults who give.immediate
approval to each effort to communicate on paper? What satisfactiong are
needed by adolescents to fortify their confidence and their urge to ‘write?
We teachers and researchers are only stumbling toward some answers to
these questlons
And still more questions should be asked. How does stimulation to
write differ from motivation? How are the two integrated into the affective-
N cognitive systems of the [earner? When is requirement a constructive force?
When is it helpful and when destructive? Can schools do anything to
counter strongly negative parental mﬂuences, sometimes direct and force-
; ful, sometimes covert but nonetheless’ powerful? ‘
Voo Much more also needs to be done in igvestigating the relation of
. ) writing to oral language. Beginnings we,beve'q"*}nd they need to be built
4 upon. How does the relative permancnce of magnetic tape affect the need
to write? The -same kind of question needs to be pursued in considering
the relation of oral language to reading. And further, is there a supporting
srelation between telewsnon and writing? If yes, under what conditions?
| Much more needs to be learned about the uses of the tape recorder as an
aid to writing. Not only can syntax be investigafed in studying this rela-
+  tionship, but it may also be possible to perceive some of the bridges from
the unconscious to the conscious which may be the very essence of com-
posing. Hard, yes, but vastly important! Fortunately there are some models
that good researchers can replicate and adapt to special circumstances.

CURRENT TECHNIQUES IN EXAMINING COMPOSING PROCESSES

One way to economize research effort is to replicate outstanding or
seminal studies. Only three such studies are reported here, much too
briefly. The ftirst is the doctoral study by Graves (1973) at the -University

‘of Buffalo, supervised by Walter Petty and incluced among thosé of
‘“‘promising young researchers” cited by NCTE in 1974.

Graves’s- doctoral dissertation is a case study. It is, however, a cese
study with many ramifications, including well-nigh microscopic detail
recorded as the subject, Michael, wrote. Graves reported the parents’
reactions and general ideas about their son’s schooling and home interests,
alongywith observations of relationships with peers in school and with
brother and sister at home.

Selecting Michael as the subject of the case study was, in itself, an
unusual and productive technique. Thé purpose of the investigation was to
study behaviors related to the writing process, to formulate instructional
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hypotheses, and to derive directions for further research in writing. Four
second-grade classrooms in two public schools in a residential community
near Buffalo, New York, furnished the subjects for observation: seyen
pupils, in addition to Michael, ‘were studied with equal care but were

. minimally reported. "Adult males.in the community were largely blue-collar

workers, and the number of school years completéd by adults averaged
12.2; this parental background was typical for the children in the four

- second-grade classes. Two rooms were rated formal; two, informal. Class-
rooms were designated formal if thirty percent of each day’s activities

were chosen by the pupils; in.informal classes, the pupils chose at least
sixty percent of their activities. In the formal classes, no more than thirty
percent of the teacher’s time was spent with g?oups of fewer than five
children, whereas, in the informal rooms, no less than sixty percent of her
time was spent with groups of fewer than five pupils. The teachers were
women, each with a minimum of six years of experience. Two children
were chosen from each of the four classes; their mean age at the beginning-
of the study was 7.7 years. No children of unusually high intellectual
capacity or who showed emotional: or leamning difficulties were included.

Data were collected from the first week of December 1972 to mid-
April 1973. These data covered four phases of investigation: (1) logging
of all writing by all pupils in the four classrooms, including later analysis
for theme, length, illustrations, and teacher comments; (2) recording of
behaviors during writing episodes; (3) recording of children’s views of their °
own writing and of writing in general; and (4) completing of eight case
studies, using material from parent interviews, tests, educational histories,
and extended observations of each child. )

The observation records of children’s behaviors during writing ep-
isodes are in themselves worthy of much more extensive use in several types
of research. Such details were recorded as the child’s use of resources in
the rooin‘for spelling or for information of various kinds; comments to
peers, and whether such comments were initiated by the writer,a neighbor,
or the teacher; proofreading, whether of a word just written or of the
whole, so far as the writing Jad gone; and a host of other matters relevant
to the actual comimitting of wards tc paper. Form and coding for this
observation of behavinr appear exemplary. All « _ildren in the four classes
kept writing folders, in order to avoid excessive attention to the eight case-
study children and to collect irformation about total classroom activity
and atmosphere. In addition, the investigator noted the writing frequency
of many children, the occurrence of assigned writing versus unassigned
writing, the length of each piece, and the themes chosen by these seven-
year-olds.

- After the data were collected from the children and from the eight
case-study pupils, Michaal was chosen for elaborate reporting because a
large proportion of his writing was unassigned. Graves assumed that such
writing would reveal more about developmental ‘phenomena, Michael had
also shown a great amount of behavioral change during the four-month
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course of the-study. The fifty-nine pages of his case study present a complex
and illuminating picture of writing growth, both' cognitive and effective.
That these phenomena are observed within the comparatively short span
of four and a half months presents some problems. Further studiés need to.
examine a longer growth period.
’ The first two of Graves’s conclusions about leaming environments
are given below. LT
Informal’ environments give greater choice to children. When
children are given choice to write, they write more and in
greater length than when specific assignments are given.

Results from informal environments demonstrate that children
do not need direct motlvatlon or supervision in order to write.
. (P.211)
From Graves’s seven conclusions on sex differences in writing, only three
are quoted here. .

’
Girls compose longer writings than do boys in either formal-or
informal environments.

Boys from either environment write more in unassigned writing
than do girls. Unassigned writing seems to provide an incentive
for boys to write about subjects not normally provided in
teacher assigned work. Teachers do not normally assign work
that includes themes from secondary and extended territory,
the areas most used by boys in unWwﬁting.

. Boys seldom use the first person form, especially the I form,
unless they are developmentally advanced. (Pp. 211—12)

Impottant as are Graves’s findings, his research techniques are per-
haps mcre important. Among the procedures used, the case-study selection
seems essential to the revelation of the uniqueness and complexity ¢ the
composing process. His delineation of the variables at work in any, writing
episode gives substance to the claim, usually based upon intuition and
informal observation, that writing is indeed a many-faceted opetation.
Selection of individuals for special analysis, within the context of class-
room procedures and with the climate and stimuli peculiar to each class,
retained the natural cetting so often omitted in research. Inciusion of
parents through several interviews, informal yet disclosing matters germane
to the children’s growth, was of equal value,

Replication of Graves’s study at later age levels and application of

.segments of it to other seven-year-olds seem to be obvious next steps to
add to our knowledge about the nature of, and the relationships among,
many variahles in composing. One curious omission from the investigator’s
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description of classroom stimuli was library use. Also omitted were descrip-
tions of the sharing of literature in group activities or in individual con-
ferences. ) . . )

A study ‘of the use of tape recorders as an adjunct to composing,
specifically; to hear what one says as one thinks/writes, was reported by
Tovatt and Miller (1967). Working with ninth graders in the laboratory
school at Indiana State University at Muncie, Indiana, they had the for-
tunate arrangement of a classroom adjoining a workroom containing
eighteen study carrels. A stratified sample of pupils was assigned to exper-
imental and control groups, and an expeiien'ch and enthusiastic teache:
was selected for each class. The experimental grours nad the advantage of
demonstrations of how teachurs used the reccider in their own composing.
The investigaters gave a vivid description of one such demonstration, in
which the teacher asked for suggestions from the “unit theme” and, after
some consideration, selected a topic. Donning a headset and starting the
recorder, he paused. as he tried to get a flow of ideas, to catch a feeling for
the sound and shythm of beginning phrases, and then said the words as he
put them on paper. He waited when necessary to let his pen catch up with
his voice. After a paragraph or so, he played back what he had written,
stopping at times to insert or to cross out words on his paper. He then
pointed out*to the class how he made certain choices, the point of view ho

", wanted to establish for a particular audience, and other matters. He was

frank about his groping tentativeness as he wrote and how he tested the
effectiveness of his efforts. Other details about rewriting and changing are
included in the report. -

This study was carried on with ninth graders for three successive
years, beginning in the academic year 1964—1965. Careful records of work
and tests were analyzed with the following results: The first hypothesis
wes that students taught by the oral-aural-visuz {DAV) procedure, would
achieve greater competence. The second hypothesis was that such stidenis
would develop a more favorable attitude toward writing. Analysis 2f iest
results and ratings of students’ writings showad no significant superiority
of either conventicnal or OAV approache=. However, gains made by OAV
classs weie markedly gieater than wese normative standards for the tests
usti. Nor did either group show a™moré positive attitude toward Englisi-,
tut it might be surmised that the generally higher achievement in reading,
writing, talking, and lister'ng indicates a more positive atitude. Although
their resuli: were inconclus.<t, thes: investigators usad an approach well
worth further nlial, as is the examinetion of linkages betwsen listening,
writing, and talking. Teacher demonstration follos ed by self-analysis is a
variable, of course, that should be accounted Zor in future siudies.

A third research design ‘deserving ai-ention is that by Emig (1971).
This study applied a case-study method to twelfth graders representing
diverse social strata in the greater metropolitan area of Chicagn. Eight
students volunteered, five girls and three boys. Six were reco.amended by,
their high school English chair as “gdod” writers, and three were NCTE
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Achievement Award winners. Each of the eight met four times with- the
investigator, the first time for an informal session followed by a short
writing exercise. In this writing episode, each subject spoke aloud what he
or stie was thinking and writing. This oral production was tape recorded,
and the investigator sat nearby so that she could observe and take.notes.
The ses.ions differed in the kind of writing asked for. Furthér, each student
gave a writing “biography,” revealing recollections of earlier writing
experiences, whether encouraging or discouraging in effect. The students
engaged- in reflexive writing, defined as a cc.ntemplatlve extension of
personal thought and feeling, an: in extensive writing, defined as active,
jnformative, and audience oriented. The latter was more often done for
English class assignments in their respective schools.

Testlng four hypotheses concerning high school students’ composingf
processes revealed many findings and implications about the teaching of
English, in counterpoint to the needs of students and the needs of society.
What is of great significance in building tuture research is the application
_.,of case-study methods using students’ oral verbalization of what they

think and feel as they write. Refinements and extensions of this technique
. are potentially numerous. Emig was generous in her critique of the size
and selectivity of her sample and other details of the investigation. The

study furnished models for adaptation to younger-students, as well as to °

adults, and shows ways of systematizing some aspects of recording and

analyzing-those recordings. Moreover, its presentation of writings about_

writingis itself a valuable demonstration of scholarship.

CONCLUSION

With some knowledge of historical trends in teaching and research
and with models from recent investigations, researchers now have much to
look forward to in pursuing the questions still unanswered. More precise
research procedures and increased interest in composing processes of,/
individual writers in their social settings auger well for the future. /

i
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Reading Instiuction and Rcscarch
ln Historical Pcrspcctivc

H. ALAN ROBINSON
Hofstra University

Burrow’s trailblazing chapter on
instruction and research in written
composition stands as one of very
few reviews with this historical
focus. In contrast, this chapter
represents, in the main, a synthesis
of much that has already been writ-
ten about reading instruction and
research. Nila Banton Smith Is
thanked for tumlshmg the primary source on which the chapter is based.
Only the part covering the period from 1965 to 1976 “uriginated” from
the observations, insights, and educated guesses of this writer.

The sole method of teaching the reading of English in seventeenth
century colonial America, to our knowledge, was “the ancient classical
method of heving the child start with a mastery of letters, then of syliables,
and finally of words and sentences” {(Mathews 1966, p. 27). Since that
time, what I have chosen to call the overlap principle has been in{vidence.

Essentially, the overlap principle addresses itself to the repetitior], through
the centuries, of previously introduced methods that overlap (sometimes .
in small and often in la:ge meagsure) those procedures introduced in 2 ‘.
given era. Tiien the “new” methods take on the cverlapping role as they
remain, in varying degrees, across time. Today, as I believe I demonstrate
. iater, we have vestiges of a number of the methods used at one time or
another in the past.
The nature of the materials used as bases for the teaching of reading
has changed mrze dramatically over time, although the overlap principle is
discerniblé to some extent. The hombook and the Psalter are museum
pleces, but basal readers still flood the market, along with individual vol-
umes aimed at improving reading ability. The content of the mateiials has
met the needs of given epochs of our history; or, rather, the content has
been structured to meet needs seen by authors and publishers.

-
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It seems interesting to view the overiap principle in operation, as
we trace. both metheds and materials across the unfolding of an independ.
ency of states to our present status as.the United States. In the bulk of
this chapter, I attempt to present a picture of historical"trends in reading
methodology, the content and structure of instructional and supplemental
materials, and, to a limited extent, research activity.

In prepating the chapter, I utilized a number of primsry and sec-
onqary sources—all of value. But, as indicated earlier, I leaned most:heavily
on Smith’s intensive and extensive review, American Reading Instruciion,
published by the International Reading Association in 1965, In fact, this
chapter is organized essentially in line with the time periods Smith used as
ner framework for looking at reading instruction from a historical perspe~-
tive. For minutely detalled descriptions of methods and materials up to

"1965, I recommend reading Smith’s engaging and largely objective d:c-
_ument.on reading instruction in the United States.

BEFORE INDEPENDENCE _ JEDEPEEE

. The first, instructional materials used in reading (by English-speaking
colonists) were imporled from Great Britain. The materials emphasized
religious content, and, almost always, at one point or another in the
instructional sequence, the Psalter (a book of psalms used primarily for
devotional purpases) and the Bible were in evidence.

For the very beginning stages of instruction, the hombook, also

imported from Great Britain, was frequently used. The hormnbook was
usually about three inches .by four inches of paper fastened on a thin
peddie-shaped piece of wood, iron, pewter, or even ivory or silver. At first
the hornbook only contained the alphabet, but the content was soon
expanded to include syllables and some basic religious selections. Smith

{1965, p. 6) conjectured that a hormbook made of gingerbread, a favorite

of the time, “was perhaps the first attempt to motivate readingin’sﬁuﬁ”
The ABC book was sometimes used following the completion of the
hombeaok, but most ofter the first book was called & primer, not because
- ’ﬂas a first book, but because it was primary -“in containing the ‘min-
imum essentials’ deemed necessary for one’s spiritual existence” (Smith,
p. 8). The New England Psalter, The Protestant Tutor, and The New Eng-
. land-Primer were among the most popular texts of the day. Spellers were
introduced, and, as Hodges described in chapter one, they added the
dimension o. spelling instruction but also included instruction in reading,
religion, and morals. Strong’s England’s Perfect School Master was one of
the first speliers on the market—1710.

Usually the books were very small, often zbout two and a half
inches by four and a half inches in size. Most of the instructional materials
proceeded from simple to complex in respect to number of letters and

_ syllables. No provision was made for repetition or distribution of the
words being introduced. The rate of introduction of new words per page
ranged from twenty to one hundred.
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During this time ﬁeriod, no professional books, manuals, or courses
of study existed to-provide conceptual bases for the teaching of reading.

Methods were imported (for English-speaking colonists) from Great Britain.

The following sequence, apparently growing from a simplistic notion that
instruction proceeds from small to large units, seemed to be the customary
methodology.

1. Leam the alphabet by rote, forward and backward.

2. Point out the individual letters, in the alphabet and as they
appeas in words. (There appears to have been some use
of squares of ivory with pictures and letters on them.)

3. After mastering all the letters, proceed to the syllabarjum
{organized groups of consonant.vowel clusters) and learn
them by rote: ba, be, bi, bo, bu, and so on.

4. Then, using the ability to name the letters, spell out lists of _
short words—using this {magical] means of propouncing
the words.

5. Proceed to memorization of seitences and selections.

6. In some cases, answer geheral questions about selections.

In all cases content was considered more important than any meth-
odology directed toward developing independent readers. Oral reading was
promoted as the reading procedure for social and religious needs. The
readerin the family read to other family members from what was probably
the one piece of reading material in the home—the Bible.

1776 TO 1840

Not surprisingly, the emphasis in the content of instructional reading
materials from 1776 to 1840 was nationalistic, with a good deal of the
moralistic included. (There was overlap, of course, for inany of the mate-
rials used prior to independence were still in service.) Led by Noah Webster
with his blue-back spellers in a variety of editions, authors almed to purify
the language in the U.S., to develop loyalty to the new country, to inculcate
high ideals of virtue and moral behavior, and to develop elocutionary
ability. Hence, exercises focused on the right pronunciation, on patriotic
and historical selections, proverbs, moral stories, fables, and so forth, as
well as on expressive oral reading, Expaository literature dominated the
scene, however. Numerous new authors produced popular primers, readers,
and spellers. Also the _f' irst set of readers was born.

The “cpelling” method of teaching reading was still prevalent but,
with Webster and others attempting to unify the language,-a type of
phonics was developed. Sounds were taught, letter by letter and syllable
by syllable, to stress articulation and pronunciation, as well as to “correct”
dialects. Worcester, Gallaudet, and Taylor, in the period between 1820
and 1835, advocated a word method which sustained some popularity.
Gallaudet introduced the word-to-letter method, in which a word was
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shown under the picture of a particular object—the beginnings of devel-
oping & sight vocabulary; however, at that time, pupils leamed each of
the letters in the word. )

Nevertheless, whatever method was used to try to learn * -rds, the
overriding emphasis appeared to be on elocution. The teacher would read
a sentence, and the pupils would keep pronouncing it until they said it
“properly.” This approach necessitated learning much information about
commas, colons, and other punctuation and about the rules of reading

- aloud.

During the latter part of this time period, Keagy, a physician, intro-
duced The Pestalozzian Primer, -with emphasis on meaning and thinking.
Interpreting Pestalozzi, Keagy spoke out against saying words “without
having the corresponding ideas awakened in their {the youngsters’] minds”
(Mathews 1966, p.-85). He suggested that children be helped to build up
much useful knowledge prior to reading and that they then start reading
whole words at sight. He felt {%at word anglysis should follow fluent
reading of stories. Keagy appears to have been & minority forerunner of
the greater emphasis on thinking during reading which emerged as one
definite trend in the next time period.

1840 TO 1880

This time pe:iod was characterized, according to Smith, by a search
for more effective methods of teaching reading, since the national em-
phasis appeared to focus on promoting intelligent citizenship—not an -
unexpected trend for a developing nation. The content of readers was
tuming from patriotic and moral selections (at a slow but steady pace) to
emphasis on reading for information, reading to find out about real events,
and reading to leasn more about nature. Some literary selections were
included mainly for elocutionary purposes. Often the content seemed dull,
particularly in the beginning books of the extremely popular McGuffey
readers. In these beginning bodks, sentences were emplasized, rather
than longer selections; the sentences were usually quite meaningless and
unmterestmg, as they were “‘subservient to the phonetic elements which
McGuffey selected for drill purposes” {Smith, p. 106). One set of readers,
by Willson, featured only scientific content. -

During this period, though, another way of approaching reading
instruction began to bloom. Although Keagy’s The Pestalozzian Primer,
introduced during the preceding time period (1776 to 1840), had some
influence and popularity, it.remained for Horace Mann to really guide -~
Pestalozzian principles and methods into American reading instruction.
Mann provided the developing discipline of reading instruction with its
first conceptual framework. He denounced most existing methods as
refusing children a chance to think; he said that they were so imitative
that “a parrot or even an idiot could do the same thing” {Smith, p. 78).
The Pestalozzian movement, which stressed use of all senses and immediate
application to meaningful situations, resulted in the use of word methods,
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pictures, and materials dealing with objects and expesiences familiar to
children. . - . .

Word methods appeared to grow out of the application of Pestalozzian
principles, but also out of the independent thinking of individuals who
rebelled against what they considered to be boring methodology that inter-
fered with/leamning. Bumstead, who based his My Little Primer specifically
on a word method, stated that “children are delighted with ideas; and in
school exercises : . ..they are disgusted with their absence.”” He also in:
dicated that the words in his readers were chosen regardless of length and
“the popular opinion that a word is easy because it is short.” He said a
word “is easy or difficult, chiefly, as it expresses an idea easy or difficult
of comprehension” (Smith, p. 88). B

Word methods, however, did not concentraté on context. Pupils
-were first confronted with lists of words and then went on to the ap-
proaches still used most frequently—the “alphabet-phonetic” methods.
The syllabarium method disappeared, but “heightened attention to the
principle of ‘proceeding from the simple to the complex’ was generally and
painstakingly applied” (Smith, p. 86). Spelling and reading instruction
were closely tied together essentially through concentration on phonetics,
or phonics. . .

At the same‘time, emphasis was still placed on expressive oral reading
and elocutionary ability, in company with many of the overlapping aims
of the earlier periods. Nevertheless, the introduction of some stress on '
meaning was prevalent both in the discussions of individual words and
when pupils read passages. “‘Some attention was now called to meanings in
the upper grades through questions on the content and definitions of
words, both of which were specified in the book” (Smith, p. 86).

Because of the «development of graded schools during this time
period (a Pestclozzian influence), graded reading series were introduced,
edited by such contemporary educators as McGuffey, Tower, Hillard, and
Bumstead. (The McGuffey readers remained the most popular, even into
the next era.) The books themselves were longer and narrower than those
of the past. Fewer words were introduced in the primers than before, and
they were repeated often during the sefies. Some of the series included
instructions to the teacher at the beginning of individual volumes. No
teacher’s manuals and few professional hooks were yet introduced. A few
meager courses of study existed in some school systems.

1880 TO 1910

Smith named this the period of “reading as a cultural asset,” for
there was a distinctive trend for a stabilizing nation to tumn toward the
cultivation of taste in literature. Herbart’s doctrines centering on reading *
to discover the truth and on enjoying characters and plots were becoming
popular in the Unjted States. Charles W. Eliot, then president of Harvard,
advocated the abolishment of basal re.ders and suggested substituting
original literary works in their place. g
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A few professional books and articles were published during this
time period. The most noteworthy book was written by Huey (1908); it
is considered the first scientific contribution-to reading instruction. This
volume -was reprinted quite recently (1968), not just for its historical
value but because many of the ideas and problems discussed by Huey are
even more- pertinent today than they weré earlier. Full fledged-courses ot
study also' emerged on the educational scene, and many contained pages
devoted. to -reading instruction. A few/ separate courses of study were

- focused on reading. .
,Although basal readers <till flourished, supplemental materials were -

introduced -to balance the reading diet. Smith (p. 125) quoted from a

contemporary article which clarified the trend.

Now it is very evident that the advantages which the
readers have as exercises in elocution and drill-books prevent
the:n in most cases from inspiring any love-of good reading

“and from giving the power of sustained interest. It is to pro-
mote these two objects that supplemental reading has been
introduced@ into many of our schools. Books and magazines
are brought forward to do what the reading books from their
nature cannot do.

A number of methods were in use during this peri&d, although the
alphabet method seems to have died. Phonics, or phonetics, was in wide
use, although there were loud voices raised against an overdose of phonics,

since there appeared to be many poor readers in the upper grades who had

been raised on strong phonics programs. Nevertheless, major emphasis on
sound/symbol relationships ﬂounshed as the approach to'learning how to
read. Pollard’s synthetic method of 1889 with its intense stress on phonics,
was popular; on the other hand, Pollard did give caretul consideration to
children’s interests and attempted to make readings and exercises interesting.
At this time, two short-lived, contrived alphabetic-phonetic systems
were introduced. The “scientific alphabet,” used in the first reader of the
Standard Reading Series published in 1902 “reduced the number of
characters needed.in representing the sounds in the English language by
respelling words and by omitting silent letters. Some diacritical markings
also appeared in this alphabet” (Smith, p. 127). In the “Shearer system”
published in 1894, “a letter’s sound where it might be equivocal is rep-
resented by a mark-which constantly stands for that sound, and for that
@und only, irrespective of what the letter may be. Comparatively few
marks are needed and the constant value of the marks is supposed to give
an easy guide to pronunciation. The silent letters are indicated by a dot”
{Smith, p. 128). N~
Several basal readers introduced the word method: -during this period.
Phonics was used after a stock of sight words had been developed. Qut-
growths of the word method, sentence and story methods focused on
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familiarization or memorization of the larger language units before wotking
on specific word-attack techniques, essentially phonics.

The instructional materialsthemselves, both basal and supplementary,
were more attractive than in past periods. Cloth covers replaced cardboard
covers, .type--becariie clearer .and larger, -volumes were closer.in size ‘to
presenbday books, and colored pictures, although sparse, were introduced

Concern for children who were having ptoblems learning to read and
the ever-broadening significance of reading in dailylife in the United States
apparently were major factors in the burgeoning of research during this

chronological period. Although most of the studies were laboratory -type

studies and had little impact on the classroom, these initial investigators
called attention to, and began to contribute insights into, such factors as
“rate in reading, distinctions between silent and oral reading, and individual
differences in reading” (Smith, p. 155).

1910 TO 1925

This period in reading history was called the “scientific movement” |

by Smith, for it marked the advent of instruments of measurement. The
Gray Standardized Oral Reading Paragraphs, published in 1915, were soon
followed by a number of other reading tests, mainly tests of silent reading.
In addition, much more emphasis than ever before was placed on reading
research,

A true innovation, unaffected by the overlap principle, emerged—

" emphasis on silent readmg The rather rapid change from stress on oral

reading to the vigorous teachmg of silent reading was probably related to
several factors. There were increasing demands placed on reading for
meaning, instead cf on oral exercise, in order to meet the varied needs of

society. There were loud cries for improving reading instruction, for it had )

been found during the war years “that thousands of our soldiers could not
read well enough to follow printed instructions used in connection with
military life”” (Smith, p. 158). Research reports began to show the superi-
ority of silent reading over oral reading for both fluency and comprehension.
Contemporary writers urged that schools place emphasis on the teaching
of silent reading. Finally, the birth of standardized silent reading tests
called for appropriate shifts in teaching methodology.

Although the number of professional texts was small, there were
numerous professional articles; both texts and articles focused largely on
silent reading. The most popular professional text continued to be Huey’s
The Psychology and Pedagogy of Reading, rovised in 1912 and again in
1915. Many conrses of study appeared as part of an English or overall
curriculum guide. A few cities published separate reading guides. There
was a proliferation of manuals, both revisions of old ones and some brand
new, accompanying basal programs. The manuals were particularly directed
toward the teaching of silent reading. There was usually at least one paper-
covered manual for each grade.
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The basal readérs themselves centered on factual, informative mate-
rial. According to the authors ot; a widely used basal series of the time,

to feed the child on an exclusive literary diet that.is entirely
divoiced from the actual situations in the world in which he
lives, will defeat one of the fundamental purposes of teaching
reading. A certain amount of fanciful meterit! may be legit.
imate. But at the present'time the supply of “Littie Red Hen”
and “Gingerbread Boy” type of material, largely -used in the
schoals, needs to be supplemented by a suitable proportion of
factual material, in order that the child’s thinking may be
more directly related to the actual experiences which he daily
pacounters. (Smith, p. 178) -

Thete was an abundance of supplemental materials of all kinds.
Since emphasis was placed on silent reading, numerous aids were directed
toward helping teachers cope with “seatwork” problems. Flash cards and
other devi¢es which cculd be used independently were‘prevalent. Pupils
were asked to answer object:ve-type questions—often in written form—
about selections in both supplemental and basal programs.

’Wlethods were aimed at improvement of comprehension. Lessons
oftén began at the sentence level, through directions for reading presented
orally or on’the chalkboa¥d. Children then read silently to find specific

answers to questions or to'interpret a passage. Some emphasis was placed °

on speed of reading. Phonics, or phonetics, was still taught in the primary
grades as a separate group of lessons. Experience charts were used, to a
limited extent, in limiteg fashion. .

During the preceding period, from 1880 to 1910; it had been discov-
ered that many intermediate children were 1nable to read well. During this>
period (1910 to 1925) discovery continuad, and the first vague beginnings
of special help forpoor readers became visible. Also, there seemed to be more
general concern than ever before for attending to individual differences.

1925 .TO 1935

Although this period was a brief one in the history of United States
reading instruction, it was aptly named by Smith the period of “intensive
research and application.” Two differing philosophies of reading instruc-
tion emerged from the roots developed in.earlier periods: (1) There is a
sequence of skills to be learned by all children, and these can be plotted
out in a basie program by authoritative adults. (2) The reading needs of
children can best be met through their reasoning processes as they carry out
their own purposes and solve their own problems (the activity movement).

Reading researchers were remarkably prolific during this time period,
and the quality of the research was constantly improving. Although re-
searchers focused on many aspects of reading, reading interests, reading
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disability, and readiness for beginning reading were the topics most fre-

quently studied. Although there was continued interest during the early

part of this period in studying silent readmg, few researchers seem to have
remained interested by the close of the period.”

. Most reading programs attempted to adhere to an inﬂuential set of
objectives published in The Twerty-Fourth Yearbook of the National
Society for the Study of Education, Part 1 (1925). These oh]ectlves focused

~on enablmg the reader:

To participate intelligently in the thought life of the world and
appreciatively in its recreational activities (p. 9)
To develcp strong motives for, and permanent interests in
. Jeading that will inspire the present and future life of .
the reader and provide for the wholesome use of leisure
time (p. 11) , .
To develop the attitudes, habits, and skills that are essentlal in
the various types of reading activities in which children
and aduits should engage (p. 12)

Many of the professicnal books and courses of study published
during this short time period were devoted to reading. Some courses of
study dealt with specific aspects of reading—remedial reading, reading
factual material, audience reading, recreational reading, vocabulary devel-
opment; two were devoted to the reading of mathematics. Manuals accom-
panying basal readers became much like professional bookSs, were less
dogmatic than in the past, contained more optional activities, and suggested
many suppleinentary activities.

Varied instructional materials were used in both “‘sequence-of-skilts”
and “‘activity”’ programs. Abundant and beautiful supplemental mateiials
were available. Most of the stories in suppiemental materials were realistic;
few folk tales and fanciful tales were published. Some sets of supplemental
materials emerged.

Readers, of course, were the foundation of the sequenca-of-skills
programs. The preprimer was introduced as readiness for the primer. The
books were much more attractive and colorful than in the past. Care was
exercised to introduce only words used most frequently according to -
vocabulary lists; some attention was also paid to reducing the number of .
words in the early books. Words. were repeated often so learners might
remember them. Sets of readers were available mairly through the inter-
mediate grades, although one set went to grade seven a1d another to grade
eight. William S. Gray and Arthur L. Gates were promment developers of
basal series.

Reading instruclion was generally conducted throughout the school
day and not just during a reading period. In most programs, the basal was
used daily as the main feature of the reading program. A correlation
approach was also in use—if reading a unit on Japan in a basal, pupils
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would also study Japan in geograph;, work arithmetic problems about
Japan, and so on. Some educators appeared to be reaching toward an
integration approach (reading not taught as a separate subject but used as
a tool in all subjécts), but the result was most often correlation.

Specific methods were varied. All manuals dealt with phonics in
some way. Gates developed his “intrinsic” method: word-recognition tech-
niques (ificluding context clues) were to be part of, and not apart from,
silent reading exercises. In some programs, phonics was taught only to
those who needed it. In other, cases, phonics was delayed until children
were atle to note similarities and differences in words. In sequence-of-
skills programs, developmental lessons were planned dealing with specific
skills. Exercises provided for both work-type and recreational reading.

Much attention was given to the concept: of individual needs. In
sequence-ofskills programs, the three-group method was most often
employed as a means of providing for individual needs. In the activity
movement, the program was organized around the needs and activities of
children, through a variety of themes. Some of the activity program’f
dispensed with basal readers. :

Diagnosis and remedi'atio’n,\ was a chief topic of study during this
period. Most manuals of basal series discussed techniques for helping
disabled readers. The Fernald technique, introduced in the preceding
period, was beginning to be used, particularly by some clinical psychol-
ogists. Psychological and educational clinics came into being with primary
concentration on diagnosis rather than remediation.

" This time period saw the birth of the term “reading readiness,”
nurtured by Rousseau, Pestalc¢zzi, Froebel, and Herbart, and now crys-
tallized by Dewey. The readiness period for reading was both discussed
and recommended in The Twenty-Fourth Yearbook of the National
Society for the Study of Education, Part 1 (1925). Also, the results of a
doctoral study by Reed (1927) demonstrated “that one in every six
children failed at the end of the first semester in first grade, and that one
in every eight failed at the end of the second semester in first grade”
(Smith, p. 261). Reed’s results appeared to strengthen the growing aware-
ness of a ne¢d for focusing attention on reading readiness.

1935 TO 1950 ¢

During this fifteen-year span, appropriately named ‘‘the period of
intémational conflict” by Smith, emphasis was placed on systematic
reading instruction and on reading in contemporary life. A host of materials
was pubiished that centered on high school, college, and adult reading as
outgrowths of the realization (first arrived at during World War I) that
young people entering the armed forces could not read well enough to
cope with their duties. Developmental reading programs were instituted in
high schools and colleges, with emphasis on reading in content areas.

A number of important professional books were published, and their
far-reaching influence may be felt even today: Gates, The Improvement of
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Reading; Betts, Foundations of Reading Instruction; Monroe, Children
Who Cannot Read; Femald, Remedial Techniques in Basic School Subjects;
and Helen M. Robinson, Why Pupils Fail in Reading. Som. of the profes-
sional texts were general in nature, but a number concentrated on specific
. aspects. In fact, the first volumes on secondary school reading were pub-
lished at this time. Manuals accompanying basals, as well as supplementary
materials, were very thorough in na -
The few new series mtxoduc(/a dunng this period had reading-readiness
- books preceding preprimers. 'I'l} ere generally two books per grade,
from second grade on. A contifived reduction in the total number of
words introduced and in thé number of words per page was evident.
Repetitions of words were better controlled. The stories were predom- ,

inantly realistic and informative, with a scattéring’ot the fanciful. There ST
tended to be more interrelationship with the other language arts and, in _
one series, overall emphasis on social studies and science. Reading reading ., . a

began to be rccognized as an important concept at all levels of instruction. -

Long, carefully organized skill cliarts accompanied basals, and word
recognition was broken down into phonies, structural analysis, and context
- clues. Phonics instruction: in grade one was generally limited. Work- type
reading was now called work study or study skills and generally was broken
dowh into information locating, evaluation, organization, and retention.
Comprehension was segmented in a variety of ways but most often in °
these general categories: simple comprehension, higher mental processes, -
and critical thinking or critical reading. Sume attention was given speed of
reading and skimming. A

Attention to individual needs remained a viable concept. Grouping
w?s the main approack to cering for individual needs, and the objective of
flexibility was more discussed than achieved.

A great deal of emphasis was placed on remediation, and reading
clinics developed at a rapid pace. A number of instfuments were invented
or adapted” for use in diagnosis end instruction: telebinocular, ophthal-
mograph, metronoscope, tachistoscopes, Harvard Films, and others.

1950 TO 1965

Smith called the period from 1950 to 1965 a time of “expanding
knowledge and technological revolation.” During these fifteen years, many
professional books were published. New and revised basals with extensive
manuals spanned the elementary grades, sometimes covering grades seven
and eight. Stories were mostly realistic. The average.number of words
introduced in basals was still decreasing. Repetitions of vocabulary words .
usually were carefully controlled. The civil rights movement raised the
moral and economic consciousness of authors and publishers; multicultural
readers and supplementary materials were produced. At first the materials
were quick responses to a need—change the pictures, alter some stereotypes.
By the end of this time period, these materials had improved in quality
and in response to at least some of the needs of some of the learners. -
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At the same time, multiple texts were being introduced into classes,
in order to care for individual need:. Individualized reading programs and
individuatized instruction, visible throughout our history, now emerged
with a sound conceptual base partly due to QOlson’s ideas of ‘“‘seeking,
self-selection, and pacing.” The concept of individualized reading was used
in collaboration with basal instruction by some teachers, but, in a large
numbor of situations, individualized reading programs replaced basal
programs. Programmed reading, with or without hafdware, was introduced
as part of the concept of individualized instruction; unfortunately, most
of the programs concentrated on “paclng” rather than on overall individ-
ualization.

Readlng-readiness programs were evident, but criticism, particularly
of the instructional materials and activities, was growing. Questions were
asked, nqt necessarily about the concept, but rather about the procedures
used to develop this readiness. During this time, in some situations, a child
could be held back to complete the parts of the structured readiness
program, even though he_or she was ready, or even able, to read.

Linguists became insterested in reading instruction, and “llngulstic
readers .came into being. Materials were usually based on the gradual
introduction of word or spelling pattemns, although some attention was
focused on sentence patterns. Pitman’s initial teaching alphabet (i.t.a.)
found its way to this country in aset of materials prepared by Mazurklewicz
and.Tanyzer in 1963 and 1964. Other augmented alphabets- were tned
but ncne became as popular as i.t.a. ;

Essentially, however, instruction incorporated ali of the readlng
skills discovered or developed over the years. All types of word-recognition
clues were taught, and phonics, contrary to‘ some notions, never left the
basal programs. However, several critics claimed that phonics needed more
emphasis (& recurring theme) and, as usual, publishers responded with
renewed vigor. Austin and Morrison {(1963)| in their extensive study of
elementary reading, observed that phonics was taught across the nation,
often, in their view, at the expense of other learning. .

Much stress appeared to be placsd on the higher-level reading skills,
such as critical reading, although Austin and Morrison found that such
skills were discussed by educators more often than they were actually
taught. Vocabulary and study-skills instruction seemed universal.

From 1960 on, there was a decided expansion of developmental
reading programs in high fch»ols, and many programs, most often of a
corrective nature, were orgagized in colleges.| Adult reading programs, for
those functionally illiterate, as well as for those who could read well but
who wanted to_read better, became popular and were offered in adult
education centers as well as in libraries and in business settings. Ciinics,
private and public, developed at a fast pace to care for the needs of retarded
readers in a society where high-level literacy seemed essential.

Reseaich was prolific and improved in design. An increas ¢ number
of investigators became interested in the sociology of readi..,, although
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studies concentrating on psychological factors.in reading also continuéd to
be prominent. Doctoral dissertations were plentiful, and some of those
student fesearchérs may be credited with a movement toward looking
intensively at the reading processes rather than stressing, as did so many
researchers, evajuation of the products of reading or reading instruction (in
essence, the tedt results).

1966 TO 1976

The time period from 1965 to 1976'is too close to the time of
- publicatior of this volume to allow us to stand back and look.at the decade
very objéctively or, indeed, to give it a name. At this time, in the view of
this writer, the decade in sole ways seems to’' have been almost two sep-
arale periods, educationally speaking—the first half, one of hope and
abundance; the second half, one of uncertainty and poverty. Certainly the
total decade was characterized by overlapping methodclogies resulting, as
usual, in dichotomous suggestions, procedures, and instructional materials. -
Reading instruction encompassed emphases ‘on phonics, context clues,
content areas, rates of reading, study skills, reasoning, Critical reading, and
so on. Almost 1l of the approaches. (in modern dress) utilized in the
United States since 1840 were visible during this decade. The cry for more
phonics issued loud and clear once again as the way of solving “the reading
problem.” And this in spite of a largescale national study, described by
Bond and Dykstra (1967), in which a major conclusion appeared to be
that the teacher and the elements in the learning situation were more
important than was any single method. )

Particularly during the first half of the decade. when funds were
aveilable from many sources, authors and publishers answered the demands
for many methods and for a multitude of materials. Books, workbooks,
instruments, and computers abounded, offering schools a wide choice for
their particular needs. Emphasis was placed on helping minority, groups,
and funds wer: ave able for additional personnel in the school system.
The demand for reading teachers and the number in training were at all-
time highs. The concept of accountability entered the educational arenk
For a short time, schools bought progrems on trial {payment dependent™
upon student achievement), and teachers often were judged on the ability
of their students to achieve high scores. ]

During the latter part of the decade, inflation and recession succeeded
in restricting budgets, and schools became more selective about their pur-
chases. In addition, publishers had to evaluate the projects they planned to
publish or revise. The educational scene reflected a new phenomenon:
aside from. the influence of lowered budgets, school populations—mainly.
in suburban areas—diminished as a result of “no growth” and the lowered
national birthrate. A number of schools were closed, and thousands of
teachers were excised. Although the national concern for eliminating
illiteracy by 1980 received priotity, numerous factors—even with the
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valiahy_efforts of the Right’ to ‘Read Prognm—made it sound iike “the
imposi dream.”

Dutin the 1965~1976 period particularly during the last ﬁve years,
was placed on communication skilis (including reading)
that wouid help ers cope with the tasks confronting them in their
everyday lives. Aduit education programs began to focus on consumer

'eduuﬁon, health, job-{inding skilis, and ecology. In thisamazingly complex

and ever<hanging soclety. it seems likely that coping skills wiil recelve
much more attention In’ the next decade, for younger leamers as well as
for aduits.

In the opinion of this writer the most significant “innovation* during
this decade, and slightly before, was the contribution to reading instrur

" tion made by linguistics, psycholinguistics, and sociolinguistics. There is

still much to be learned, but I see promising signs of Improved reading
Instruction as a resutit of increasing knowledge. Strickland (1962) should
be thanked for pressuring the profession into looking at written language
as [t is processed by readers, I terms of syntax rather than just in terms of
word difficuity and sentence length. Her study was foliowed rapidly by
other researchers (including Loban 1963—1967; Ruddell 1963; Hunt
1965; O'Donneli, Griffin, and Norris 1967; Goodman 1964—1978; Peltz
1972) who made us realize how much we need to know about learners and
thelr languages If we are to try to facliitate reading achievement. Young
(1973), in a doctoral dissertation, critically reviewed' and summarized
studies concerned with the reiationship of reading Wc&

CONCLUSION e

™.  Enlightened attitudes toward language usage and dialects, in my

opinion, have been, and will continue to be, strong influences for Improve-
ment in reading instruction. The promising trend and the hope for the
future was summed up well by Gunderson (1971)

A teacher who has an understanding of language and its
structure, and who possesses the requisite rxills to understand
and to capltalize on a child’s particiiar strengths should be
able to provide the proper opportunity for chiidren to learn to
read.
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Two Significant Trends in
* Reading Rescarch

.

SAMUEL WEINTRAUB
State University of New York at Buffalo

In the preceding chapter, Robinson
dealt essentislly with reading in-
struction but also highlighted the
""research trends. It is obvious that
he could not *cover” the history of
. reading research in great detail, for
. o7er. nine thousand reading-research
reports have been identified since

William S. Gray first begnn in 1925

' the publication of the annual sum-
mary of reseamh in reading. Grays reports encompass a wide range of
topics and disciplines, as even the most cursory skimming of the subtopies
in the summares would indicate. The disciplines represented include
soclology, psychology, optometry, neurology, »sycholinguistics, journaligm,
and the fine arts The very breadth of the dis:iplines included points cut
the diverse dimensions of the reading field.

*  Because of the complexity of the ﬁeld and the sheer number of
research reports available, it would be impossible to summarize the research
trends in any organized, meaningful pattem. Even within any_one of the
three major subdivisions=—sociology, psychology, and pedagogy—a great
diversity can be identified. Incorporabed within psychology of reading, for
example, would be such topics as reading interests, learning, ‘soclocultural
influences, reading disability, modes of learning, sex differences, visual
perception, language abilities, personality, and ieadability. Not" onty,does
each major category have its own trénds, techniques, and unique historical

development, but even within subcategories may be found unique types of '

research tools and techniques. The investigators within an area appear to

be interested in pursuing an individualistic patiern that may have no bear-

ing on, or even similarity to any other area in reading, in terms of the
Iz and approaches utilized. .
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The very complexity of the field as a whole thus defies a logical,
progressive historical treatment of the research therein. ‘Therefore, in
addition to Robinson’s succinct overview, 1 nave decided to focus on two
research areas that can be trdced back for about a century and that still
command considerable interest among reading researchers. In fact, the first
area discussed has been a major concern of teachets also, at a variety of
instructional levels. The two areas contrast with one another ox several
counts: in concept, in the research tools vsed in each, and in the back-
grounds of the résearchers in each. In one area essentially the sanie types
of tools have been used, with some advance in design sophnstxution, while
in the other technological advances have made inroads into the types of
techniques used. The areas—children’s reading preferences or interests and
eve movements during reading—have attracted researchers with quite-
different backgrounds; the differences may be partiaily responsible for the
directions in which each area has progressed. ~

The remainder of this chapter is devoted to tracing the historical
developments in each field avd then comparing the two in terms of tech-
nijues employed, conceptual framework used, and researchers attracted.

RESEARCH IN CHILDREN’S READING INTERESTS

Perhaps the first published report on reading interests was that by
Trite (1889). True kept track of the dates when new books were received
in the school library and reported the number of times that they were
checked out. True cautioned the readei ihat the record consisted only of
books used out of school and, indeed, went on to state that no record had
been made of the books’ actual use but only of the fact that they had been
checked out. He did not analyze the data in any manner but merely
presented the data and permitted the reader to dr=# conclusions at will.

A numbet of techriques have been used to collect information about
the reading interests of children. True’s technique, with minor variations
and especmlly with some modification in the area of analysns is still being
used. Larger studies of library usage continue to be reported; their level of
sophistication varies. Other techniques used have included written logs,
diaries, and inventories; individual structured interviews; forced-choice
questionnaires, as well as other forced-chgice situations; and solicitation of
children’s reactions to selections read {o them.

Although it followed True'’s report by more than thirty-five years,
the study by Terman and Lima (1925) was one of the earlier studies
reported on children’s reading interests, and it exemplified many of the
techniques still in use. In this study, data were obtained from thre: sources
—home, school, and children themselves. Nearly two thousand children
were asked to keep a record of the Looks they read during a two-month
period. Children were also asked to fil! out an interest blank, on which
they checked categories of stories that they liked to read. In addition, they
were asked to list the four or five most enjoyable books that they had
read during the past year.
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Perhaps because of the size of the samiple, because of its relatively -
- ezrly appearance in {ne literature, because ‘of the prominence of Terman
. or possibly due to the fact that the study appeared in book form rather
than as a rhort journal article, the techniques used in this study seem to
have influenced numerous researchers.

The question of the reliability of the records mmptamed by their
subjects was acknowledged and’ bneﬂy discussed ‘'by Terman and Lima.
They indicated that they had received letters from a number of parents,
stating either that the children-had not read as much as they usually did or
that the quality of the material read was aot up to their children’s usual
standards. This information led Terinan and Lima to beliave that their e
data were as reliable as information of this ort could be and were not '
inflated by materials which had not been read.

Data coilected by means of logs, or records have an inherent danger, ‘
that the sub)ect may overreport. Even researchexs into the reading ‘Tabits
of adults ize that this factor is at work. Depending 0n how the |
record is presénted to them, sibjects may be stimulated to read more than . . |
they might ordinarily do or, at least, to report_reading even when they ’ s

have not, in fact; done any. Rarely has the validity’ of such data been |
checked. One method would be to follow the children carefully, maintain- |
ing anecdotal information, to chec!‘ library records, and even to query the" l
subjects about the books they report having ‘read. Only a selected sample 1
world need to be followed in this way, but the information gained would
indicate how much faith to put in the accuracy of the findings.
The interest inventory used by Terman and Lima is a fairly common,
«» type of data-gathering instrument today. The use of such instruments .1as
flawed the research to date. Terman and Lima, for example, have no listing
for animal stories. Supposedly, such books would fall under their categories
“adventure stories,” “nature study,” or perhaps “stories of home life.”
Some investigators have used different categories to collect their data. Still
others have used the same cdtegory titles but have varied their definitions
of them. This lack of consistency in the development of techniques and
instruments has resulted in an inability to meaningfully synthesize the
knowledge base in this area. In addition, it has opened up the area to"
serious criticism, much of which has yet to be answered in 2ny satisfactory
manner. .
The third type of information ‘Terman and Lima collected from
children, the listing of titles of books read within a given pariod of time, is
also still in use, and it is subject to many of the same criticisms to which
the previously mentioned two data-collecting deviccs are subject. First, the
validity of «uch data is rarely established. Second, the titles that are
collected in such r.ports are often categorized in different ways by dif-
ferent researchers—thereby creating difficulties for anyone attempting to
summarize the research. The lack of rigor in defining categories and terms
is a problem prevalent throughout the history of readingresearch generally,
and this lack continues into the present.

JERIC 1o
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The magnitude of the sample investigated by Norvell (1950) is one
of the factors that has led to the importance of this study in any reference
to research in the area of children’s reading interests. Data were collected
from some fifty-thousand subjects in grades seven through’twelve. The
study provided an interest score for some seventeen hundred selections
commonly ‘used for study in Englih classes. Although previous studies
had also determined interest scores for given titles, no one had set such a
criterion as a-minimum of three hundred studeént teports for establishing
a score, nor had any other study used such a large population. Students
- were asked to indicate the title and author of a given selection and then to
rate it on a three-point scale, from very interesting to uninteresting. The
interest score was then based on a tabulation of these responses, and the
coraposite ratings were presented to be used as guides in selecting materials.
Aithough some attempt was made to establish the reliability of the sub-
Jects’ reports, it still remains in some doubt. In addition, th: limitations
placec on the materials- which' could be reacted to, as well as the limita-
tions of the instrument itself, all render the findings derived from such
data somewhat questionable. The téchnique is not widely represented in
the current research literature on reading interests, although variations and
adaptations ¢ ' it can be found. Generally, the users of the technique have
not made as thorough an effort to establish the reliability of their in-
strument as Norvell did.

Another technique used involves a forced choice of fiction titles or
categories. Generally, children are asked which of two or three itics they
-would most prefer to read.. The ptoblems with this approach, as well as
with- others, have been pointed out by Robinson and Weintraub (1973).
In brief, the flaw in a forced-choice ‘téchnique is that it is possible that
none of thie choices may be of interest. The findings of such a technique
may reflect, then, choices made among topics of which all have little appeal.

Perhaps one of the more promising techniques used to collect data
about children’s reading interests has been the intensive individual inter-
view. Stanchfield (1962) reported the use of this procedure. Itis regrettable
that no details were fumished about procedures used or questions asked.
It is therefore impossible' to evaluate the accuracy of the {indings or to
replicate the study with another population.

Viragg (1968) had pupils maintain a diary of what they had read for
a week. The accuracy of such recozds needs to be carefully ascertained.
In addition, the season of the year may have a significant effect on both
the quantity and the type of literature read.

One other problem has been prevalent in the area of reading interests.
Few reports have attempted to assess the quality of children’s reading
interests. The efforts have been expended primarily toward ascertaining
guantity or type. Although the problem of determining some measure of '
quality is much less easily solved than are those related to sheer numbers
or categories, efforts in this direction would appear to be highly important
in building toward an understanding of how tastes are developed.

L 72 .
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There are other techniques used that have not been identified or
discussed kere. Several approaches developed by investigators working
with adult reading interests might well offer appropriate techniques for
use with children. In some instances, the rigor of the methodology used by
these investigators has surpassed that of most researchers delving into
children’s reading interests. Strang (1942), for example, combined a case-
study approach with larger samples in her effort to get at reading interests

" of older students and adults. The sampling procedures and techniques used

a

by Waples, Berelson, and Bradshaw (1940) and by Waples and Tyler (1931)
need close scrutiny for adaptation to thé study of children. We have yet

to see an extremely rigorous, exhaustive study in the area of children’s. .

reading interests. . o

In general, the research into children’s reading interests has suffered
from, among other ‘things, lack of clear definitions and lack of rigor in
design, as well as from questionable data-gathering instrumeris. The in-
struments appear, for the most part, not to have been scrutinized for
reliability or validity, except in the most superficiat manner. Through the
years the techniques that have been developed seem to have become
established by repetition rather than by any careful consideration of their
merits or shortcomings. Although there are bright spots, they are infre.
quent rather than the rule.

RESEARCH IN EYE MOVEMENTS

Interest in eye-movement research may well have reached a peak
with the appearance of the National Conference on Visual Information
Processing report by the National Institute of Education (1975). A major _
aspect of that report is the identification of directions for future research.
It is quite likely that the’ report will- stirnulate a considerable amount of
research using eye movements and that large gaps in our knowledge of the
reading process may be filled by the research growing out of the sugges-
tions from this conference.

One of the earliest reported research reports on eye movements in
reading appears to have been Javal’s (1879). His technique was direci
observation, which revealed that the eyes move along a line in a series of
jerky movements, or saccades, with a pause approximately at every tenth

‘letter® Javal concluded that the eye could take in approkimately .that

amount in each fixation. Other early investigators using the same method
concluded that 1.55 words can be read per fixation (Huey 1908).

Huey noted that attempts to count eye movements were made by
attaching a microphone to the eyelid-and by fastening a small bristle
pointer to an ivory cup attached to the comea, which enabled a tracing to
be made by the movements of the eye while reading. Both of these meth-
ods were unsuccessful.

Somewhat later, mirrors were used to observe the movements of the
eye during reading (Erdrmann and Dodge 1898). The investigator could
note eye moyements while standing behind the subject, who sat in front
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(and to the left) of a mirror. Erdmann and Dodge found that individual
readers tended to be relatively consistent in the number of fixation pauses
made feom line to line and that fewer fixations were'made when the, read-
ing material was familiar. These same investigators also used a telescope to
observe eye movements In addition, they used readers’ reports of after-
images in the attempt to detemune fixation pauses. Readers viewed a
brightly illuminated, wedge-shaped plece of red paper until the retina was
fatigued Then, when a. passage was read, a green afterimage appeared at

_the pomt of each fixation and was reported by the reader:

Huey {1908) followed up on the earlier, unsuccessful efforts to™
record eye movements by a means more accurate than observation, He
made a plaster-o(-paris cup molded to fit the comea. A lever conpected
the cup to an aluminum pointer that traced on a smoked diuin a record of

-the eye’s movements. He noted that, when asked to read rapidly, his

subjects decreased both the number and the duration of pauses per line.

Judd, McAllister, and Steele (1905) used a photographic method to
record eye movements. A series of photografhs were taken of subjects
who had a small white flake attached to their corneas. The investigators -
then determined the eye movements by supenmposmg on the reading -
mateTial the “positions of the white spots as recorded on the film. Other
photographic techniques using film for plates socn followed, and the tech.
nique first suggested by Dodge and Cline (1901) and modified in various
ways by others is essentially the one still followed. The basic principle is
that light is reflected from the comea cito a film plate of some Sort. A
thorough aescnphon of various devices for accomplishing this may be
found in Young and Sheena (1975) Quite recently, a computer technique
was developed (McConkie and Rayner 1973) that uses corneal reflection
methods. In these.comeal reflection methods, the reader’s head must be
immobilized.

In the early 1920s, the electrooculography techmque was developed
for me&surmg the eye’s position. It involved placing electrodes on the skin
around the eye. According to Young and Sheena (1975), recent advances
in this approach have made the electrodes-easier to apply and of minimal
discomfort. Y¢* another technigue involves tracking llmbus, pupii, and
eyelid by scanning the eye with a television camera, using infrared illu-
mination.

The various recently used techniques are compared by Young and
Sheena (1975) in ters of selected criteria. Most require that the subject
not wear glasses or contact lenses; most require, for any degree of accuracy,
a great deal of cooperation on the part of the subject; several involve a
high degree of subject discomfort; and, in almost all, the subject is well

.aware of the apparatus. One or two techniques are ﬁelatively inexpensive

and do not need quite as much head restraint as,have earlier techniques.

Reliability studies of eye-movement patterns present mixed results.
Apparently, eye-movement records show relatively low reliabillty for shor
excerpts but larger reliability figures may be obtained when longer selec-
tions, of twenty to forty lines, are read (Tinker 1936).
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Questions must be raised about the validity of eye-movement
" records obtained in situations in which the subject’s head must be im-
mobilized or in which the encroachment of the apparatus is so obvious as
to distract the subject from a normal reading attitude. Tinker (1965)
reported that subjects who were given opportunities to adapt to the lab-
oratory setting -did not show problems in adjusting to the ‘situation. This~
stand, however; has beén.questioned.

Most.recently, Monty (1975) reported on a system for monitonng
eye movements Which appears to be' both unobtrusive and promising. The
system, the EG & G/HEL oculométer, incorporates automatic high-speed .
processing of the eye movements and minimal constraints on the subject.
Indeed, the only constraint imposed is that the subject remain seated in an
armchair. The subject’s environment is a small room in which she or he is
presented with reading material on a small screen approximately one meter
on a side. Eye movements are-tracked automatically by means of a con-
cealed television cemera..Data are fed into a computer and can be recorded
on videotape simultaneously. Information concerning such factors as the
pattem of eye-movement fixations is provided on a visual display as the
subject reads and can .be produced as hard copy. At present, the system
does not.perform well with individuals who wear glasses or with subjects
who have low-contrast pupils. However, it.is felt that these problems can
be solved. Other advantages of the system are that it can provide output
on a variety of measures, including such behaviors 'as changes in pupil
size, number of blinks, and average duration of fixations. It is possible to
_ go from momtonng a single subject’s eye movements to statistical analysis

i i

possible ‘that eye-movement research previously done with restram g and
highly obfrusive instruments can be redone and the findings checked for
accuracy.

A considerable body of literature is to be found, covering all aspects
of eye movements in reading. It is interesting that the findings from most
of the very earliest research remain relatively accurate and have been
verified by more recent information. Data have been collected about
location, duration, and frequency of fixation, speed of saccadic move-
ments, pattems of pause duration, the role of regressions, and patterns of
eye movements during reading of materials of various kinds and levels of
difficulty. All of these areas have afforded worthwhile information. How-
ever, peculiar to eye-movement research is the opportunity to probe into
the reading process in a manner not possible with any other research tech-
nique. Although other means have been used to obtain insights into the
process, eye-movement research appears to offer unique data about what is
happéning as individuals read. Eye-movement pattems may represent, in
essence, reflections of the thought processes of indmduals as they read
at least they are often mterpreted as such.

Techniques of collecting data about eye movements reflect the
increased use of technology. As better and more sophisticated tools have
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become available, we have had the opportunity to use them. There are still

‘‘drawbacks {c most of the apparatus wkich is currently available. With
advances in our technological skills, the development of simpler, less con-
straining methods-of recording eye movements will continue.

EYE MOVEMENTS AND READING INTERESTS: SOME CONTRASTS

The fwo areas briefly highlighted in this chapter have been actively
researched for about a century now. A histortcal view of each points up
various techniques that have been usec over time.-In each area, it is possible
to identify a unique pattern of development which is in sharp contrast
with the other. '

Eye-movement research has been strongly influenced by technologi-
cal developments. Except in the analysis of data by computer, technology
has notthad a similar effect on the research tools and techniques used to
study reading interests. Of course, the two areas are investigating quite
different aspects of the reading field, and although technological devel-
opments have aided, limited, and influenced the direction of eye move-
ment reczarch, such developments are not particularly useful to the study
of reading interests. ’ .

Certain data in eye-movement research tend to be more precise than
thése collected in investigations of children’s reading jnterests because the
techniques and tSols of measurement are more precise. Definitions follow
a similar pattern. Both definitions and measuring instruments in reading-
interest research are suspect because of their vagueness and lack of consis-
tency. Indeed, researchers have talked past one another rather than to one .
another. In contrast, because the behavior measured is directly observable
and is ascertained by highly reliable instruments, definitions and certain
measurements in eye-movement research have been far more precise. How-
ever, the apparatus used for collecting data have been so abtrusive as to
raise questions concerning whether or not a normal reading situation is
reflected. In eye-movement research, techniques have been dictated to
some extent by available cechnology; in reading-interest research, little

. creative, rigorous effort has been made toward developing finer techniques.
Rather, research techniques have tended to follow earlier research patterns,
and the developiment of instrumentatior. has not progressad much beyond

-a horse-and-buggy stage. Y .

Rationale and conceptual framework constitute another source of
sharp distinction. Generally, research into children’s reading interests is
baSed on an immediate, practical rationale. Little effort has been expended
to establish a thebretical base in the psychology of motivation, interest,
need, and drive. Eye-movement research, however, does tend to build a
theoretical framework. Such a framework goes back at least to Huey
(1908), who developed a theoretical rationale in perception, as well as-in
the thinking process.

The differerices in source of rationale and in theoretica! base can, in
part, be traced to the backgrounds of the individuals involved in the
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research. Investigations into eye ‘movements have generally been darried
out by psychologists doing basic research; research into children’s reading
interests has tended to be done by educators or by those with a distinct .

.classroom orientation and a need to solve immediate practical problems.

Both areas are important. Each, by its nature, has attracted a different
type of researcher, and, as a result each field of research has quite a
different onentatxon

CONCLUSION . -

In this chapter, an attempt has been made to spotlight the historical
development of research in two distinct areas of reading. The direction of
study and the development of research techniques and tools i in each have
been highlighted. An attempt has not been made to synthesize the research
findings but rather to point out the development of research methods and
te contrast certain aspects of these methods In each area, the future holds
more promise than the past.
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The Roots of
Reading Diagnosis

. PETER L. PELOSI
State,University of Nevo_' York at Buffalo

In this chapter, a doctoral candidate
presents a succinct overview of the
origins of reading diagnosis in the
United States and traces the devel-

fifty years. He begins with defini-
tions, proceeds to the development
of the concept, highlights the con-
tributions of the “scientific move-
ment” in education, and finally Mlustrates the kinds of. guidelines for
dzagnosts that grew out of classic studies.

DEFINITION S

The term reading diagnosis has undergone minor changes in meaning
as the procedure has been more and more refined. Many diffexent defini-
tions and concepmahzations of reading diagnosis appear in the literature.
Each researcher has defined the term or outlined the concept with respect
to the approach used in a specific study. In general, three different con-
cepts of reading diagnosns seem to hevz developed over the years, each
having a slightly different view of diagnosis. These three major concepts,
or types, night be classified remedial, causative, and research oriented.

An example of the remedial concept was C. T. Gray’s (1922) def-
inition of reading diagnosis as “that procedure which endbles the teacher
to determine the difficulties of those pupils who are below standards for
their grade level” (p. 7). Gray’s use of the word. “procedure” within the
definition allowed him to present in his book, Deficiencles  in Reading
Ability, what he ‘elieved to be a comprehensive method for studymg
individuals in order to improve methods of reading instruction.

Monroe (1932), in an example of the causative type of reading
diagnosis, advanced a multiple-causation approach for determining reading
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disability. Her implicit definition of reading diagnosis required the acquisi-
tion of information in a number of arcas that may contribute-to reading
dnsabllity In Monroe’s approach, the muin concern of a feading diagnosis
was to investigate, by formal methods, that constellatlon of factors inhib-
iting a child’s ability to learn to read. Strang (1940) ‘extended this concept
of reading diagnosis to inclide a detailed description of the reading dif-
ficulties deterring an individual’s progress in reading. She also outlined a
procedure which wou'd enable the diagnostician to establish reasons fora -
student’s failure in reading. Robinson (1946) further extended and refined
the multiple-causation theory by involving a group of specialists in the
diagnosis of retarded readers. She did rot explicitly state a definition of
reading diagnosis but outiined a procedure for determining the factors that
cause reading retardation,

The third type of reading djagnosis is research oriented and has its
basis in the investigation of the reading process. Reading diagnosis as a
research base was used s an educatjonal tool for the examjnation of select
aspects of the reading process. C. T. Gray (1917), Judd and Buswell (1922),
Dearborn (1930), and Spache (1943) islustrated the value. of elements of
reading diagnosis us a means for critically studying the act of reading. The
use of diagnosis and the refinement of spacific aspects of it not only aided
in expanding knowledge of the process but also pointed to the need for
more critical definition of the elements involved in reading diagnosis.

DEVELOPMENT OF THE CONCEPT OF DIAGNOSIS

Failure to learn to read is not a twentieth-century discovery or
phenomenon. Both reading failure and the attempt to remedy the problem
have been reported by historians, philosophers, and statesmen, as early as
the beginning of the seventeenth century. Mathews (1966) reported, in his
history of reading instruction, early accounts of individuals experiencing
reading difficulties in England; Germany, and colonial America. Both
Smith (1965) and Hyatt (1943), irf their historical treatments of reading, .
indicated early awareness of what today is recognized as reading disability.
However, even by the twentieth century there was little information avail-
able to educators for the diagnosis of readmg'problemg, although those
problems were apparent. Reading difficulties existed, but the techniques
necessary for their diagnosis were, at the turh of the century, in their
infancy. The development of reading diagnosis began then. The causes for
the growth of reading diagnosis and its :levelopment from the beginning of
the twentieth century are the subject of this historical Investigation.

A number of sociocultural facfors gave impetus to the burgeoning
interest in readmg as education in the U.S. entered the twentieth century.
Among these factors was the acceleration of technological progress; such
development created a demand for a mote highly educated citizenry within
the social, political, and economic strata of society. Educationalinstitutions
began to have a more involved commitment to both the student and the
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community. Education needed to meet societal demands by complementing’ ‘|
and supplementing technological expansion. The need for an educational
counterpart to societal development resulted: in the example set by the
compulsory attendance laws. Compulsory school attendance, consummated
by the 1920s, was an attempt by government to effect mass education.
Equal education for all Becameé'a must; the demand for literacy encouraged
the formnlation of new goals for an institution’s educational obligation to
its community. In tum <he demand for'a Literate society has genemted
widening interest in ‘our schools and their educational programs. This
increased interest has helped pave the way ror new areas in education. - —

Another factor leadlng to the development of reading diagnosis was
“the. recognition of readmg disability as an educational problem. Rice
(1897) spearheaded the movement for examining and evaluating educa-
tional problems, and a tumning point for reading disability may well have
been the publication of “A Case of Congenital Word Blindness” by Morgan
(1896). Morgan described, and attempted to determine the cause of, an
individual’s failure to make nomal progress-in leaming to read. Morgan’s
work helped to focus educational attention upon classifying causes tor
reading problems by examining the reading process (Quantz 1897). These
investigations of the piocess of reading pointed to yet another factor that
seems to have contributed to the 2 development of reading diagnosis. Studies
were conducted with disabled readers, as means of examining and defi ining
the normal reading process; these were part of a growing movement
toward more precise investlgatlons of reading (Huey 1901; Dearborn
1906). Knowledge gained by educational research contributed a great deal
to the development of reading diagnosis.

~THE SCIENTIFIC MOVEMENT

Concumrent with the publication of Morgan’s study, the scientific
movement in education’ continued to grow; the foundations of this move-
ment were built upon the work of Galton, Biaet, Cattell, and Thorndike.
It was-Rice, however, who brought to the attention of educators the
importance of applying research methods to educational problems. Of
extreme importance to the scientific movement, and an integral part of it,
was the development of educational measurement. The development and
refinement of educational measurement techniques greatly contributed to
the emergence of interest in problems associated with learning to read.
Measurement became an important factor contributing to the eventual
development of reading diagnosis.

It seems, from a historical pexsp»ctive that the recognition of the
importance of reading to society, the failure of many to learn to read, the
movement to scientifically investigate existing educational problems, and
the development of measurement instruments for education, all aided early
researchers in developing procedures for diagnosing reading problems. By
approximately 1915, the educational-measurement movement was viewed
by many educationists as a viable means to evaluate the products of in-

81




72 PETERL. PELOSI

struction. Thomdike (1914), for e\cample, developed the first normed
reading-measurement scale for edueational use. W. S. Gray (1914, 1917)
followed by constructing a tentative scale for the measurement of oral
reading ability. This scale wasextended, ret'med and adapted by experimen-
tal and sclentific techniques and, at the ti‘('ne was accepted as a reliable
and valid measurement 02 a stident’s ability tu read orally.
As instruments ‘were developed and used for the measurement of
,reading ability, it became more evideat ta\educators that a signiﬁcant
rumber of students either were failing.to leun to read or were performing
far below expected levels (Wallin 1922). Becpuse of the development of
measurement - insttuments, the investigations ot reading disabilities could
be objectively studied. Uhl (1916) appears te\be the first to have used
reading tests as a means to identify classroom reading problems. He intro-
duced a procedure for the diagnosis of reading ciefects by the use of three
different Yeading tests and clinical observations' .of students. Uhl’s study
was followed by the research of C. T. Gray (1917), Zirbes (1918), Freeman
.(1920), W.'S, Gray (1921), and others. The thrust of these investigations
was the establishment of procedures for dlagnosing reading disability;
they also px;mnded a framework for later studies inveshgating causes fer
reading disabilty.

GUIDELINES FOR DIAGNOSIS ~

The importance of the diegnosis of reading problems was further
highlighted by the research of W. S. Gray (1922), Fom (1923), and
Merton (1923). Their publications are historically linked, as they not only
emphasized the value of dmgnos1s hut also offered diagnostic formats and
methodologies and descriptions of children failing to learn to read. Addi-
tional emphasis was placed on the importance of diagnosis by the presenta-
tion of specific case studies demonstrating the usefulness, practicality, and
logic of developing a more precise diagnostic technique for investigating
reading disability, For example, Anderson and Merton (1920, 1921) used
_the results of diagnosis as a method for planning instruction. In the same
vein, Geiger (1923) presented results of a reading diagnosis and wrote of
the value of these resuits in planning reinedial work. Althoug} the direction
" of those studies was basically for planning remedial programs, reading
diagnosis as an educational tool helped make remediation possible.

During the early 1920s, a general interest began to develop in read-
ing diagnosis as an aid to educational progress, this emerging interest aided
in the development of more specific guidelines for conducting diagnoses.
C.T. Gray (1922) wrote the first professional book to deal specifically with
conducting a reading diagnosis and understanding the concepts involved.
Woalley and Ferris (1923) conducted a longitpdinal study of specific case
studie’s in reading; each case study was based upon a structured diagnosis.
However, despite C. T. Gray’s and Wodlley and Ferris’s attempts to estab-
lish guidelines for conducting diagnoses, there was yet a genetal lack of
information regarding what one needed to ascertain when diagnosing
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individual students. Assistance soon followed, however, with suggestions
by Hom (1923), Ford (1924), and }irbes (1925), who reported clear and
specific techniques. ‘

Concurrent with the growth and development of the beginning stages
of reading dlagnosis was the expansion of researct about the reading
process. The works of Quantz (1897), Huey (1901, 1908), and Dearborn
(1906) provided a baslc foundation for the research that was to follow.
By the early part of the 1920s, there was serious experimentation with the
nature of the reading process that helped establish awareness of possible

-ditficulties connected ‘with' leaming to read. Buswell (1920, 1921, 1922)

conducted several such a‘gudies which, along with the efforts of others,
served as a basis for the conceptualization of factors to be examined ina
reading diagnosis. The growth in reading diagnosis was further enhanced
by studies undertaken to investigate specific causes for failure in learning
to read and to refine diagnostic techniques (Monroe 1932; Betts 1934;
Gates 1935; Tinker 1938; Strang 1940; Robinson 1946).

The first half of the twentieth century appears to have provided
much guidance for the present. Although there is presently a good deal of
money, time, and energy spent in the area of diagnosing an individual’s
reading ability, there appears to be no single source which laid the histor-
leal foundations for such an allocation of rescurces. There is no synthesis
of the periods of growth, inactivity, or controversy in. the development of
reading diagnosis. This writer is now at work on such a focus, which should
further tie research and authoritative apinion together to enhance our
knowledge concerning diagnostic procedures and practices.
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In this chapter, a doctoral candidate
davelops a brief but comprehensive
historical picture of remedial reading
instruction in American secondary
schools from 1900 through .the
present. He begins by stating ine
delimitations of a historical view
of remedial reading in secondary
schools, discusses early efforts,
traces the wide -spread of remedial

. : madmg instruction from Woﬂd War I on, and emphasizes the role of
- funding in carrying on such programs. Tyt
DELIMITATIONS., L

The delimitaﬁons of & historical .investigavon of remedna] readlng
have been clearly established for the elementary level by Pangaiangan
(1060) and Anderson (1968) and for ihe secondary level by Schieich
(1967) and Hill (1971). Anderson stated that “the majority of the work in
R Yemedial reading has bzen done in this century; in fact, there wasno known
/ . work in remedial reading prior to 1900” (p. 3). Schleich said‘that *“a
‘ review of the literature shows a dearth of published remedial reading

resesrch studies at the secondary level” (p, 109), while Hill found

little specific attention has been givento the emergence and
development of secondary reading programs. The earliest
professional society publications to treat secondary reading
tended to subsume ieading as a function of general teacher
: : . activity. The usual historical sources on reading give the sec-
nrsaxy reading program but brief attention. (P. 20)
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- No distinction has'been made in thns chapter between corrective and
: remedial reading, even though some authorities have ‘drawn a line of’
r dentarcation. The definition of remedial reading selected for thls study was .
) found in Good’s {1973) Dictionary of Education: in readmg instruction, .o
G activities planned for individuals or for groups of pupils in order to provide

for both the dlagnoas of reading dxfﬂcultiea and thelr correction (p. 475).

THE BEGINNINGS 3 .

. Although secondary-school-age individuals with reading disabilities
' were studied by ophthalmologists and psychologists as far back as the -
latter part of the ~ineteenth century and the early part of the twentieth - S
century, secundar, hool remedial reading programs did not develop until - :
after World War 1. Tneir development was a direct result of public aware- v
ness of the ﬂliteracy of large numbers of members of the armed forces, . :
who were unable fo function effectively in the service because of their
inabjlity to read. Hilt (1971) suggested that, “after the war, changing tech-
nological patterns, the occupational- difficulties of the Great Depression,
{and] a growing sophistication among the citizenry . . . reinforced public ?
and professional awareness of the value of a,secondary edueatlon as well as
for adequacy in reading skill” (p. 22). .
Towe Unwersity’s Bureau of Educational Research in 1929 admin-
istered the Iowa H:gh Scheol Silent Reading Tests to seven thousgnd .
jenior and senior high school students throughout $he state. Thé results of .
the testing program weze analyzed and interpreted to determine the wide
range of silent reading abilities and disabilities. The bureau then published .
a bulletin based upon the results of the testing program, which méde .-
specific suggestions to teathers for the administration of & program to -
correct the identified defects. The bulletin was entitled A Remedial
Program for Silent Reading k’n the High School (Greene 1930).
The. first large-scale remedial reading program in a public school
system was begun in New York Cit: during the depression of the mid-
1930s and lasted until World War II. "1 ue secondary schools were involved,
and the program was described by Center and Bersons (1937) i their
bock Teacking High-School Students to Read: A Study of Retardation in
Reading. Another outstanding book, by McCallister (1936), published one
e year earlier, focused on remedial procedures for specific reading defi-
ciencies noted by the author as he observed high school students at work.
+ 'the volume appeared to be the first.attempt to apply the results of research v
immediately -t the secondary school level '

. WORLI® WAR II AND AFTERMATH

Blair (1941) conducted a national survey of remedial teaching in
senior high schools; he contacted over one thousand high school principals
in cities with populat ons of twenty thousand or more. Responses we..
‘received from 379 principals in thirty-eight states and the District ol
Columbia. Over fifty percent of the schools provided special sections of
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English or remedial reading classes for poor aoers; twenty percent did
little or nothing. In ten percent of the cases, he responzibility was carried
by Englxsh'teachem in regular classes;'in about seven percant, a specialist
was provided who coached individuals or 7mqll groups; and, in about seven
percent, the: responsibihty was assumed according to the survey, by all
teachers. -

In. 1942 the Natxonal Educatio Association isueduesearch bulletin /
based on a survey of 2,275 high schbols, Half of the schools clalmed they /
were “doing something™ for the most seriously retarded readers; about/
forty percent -stated that “some” attention was also’ gnven to the less/
seriously handicapped. *. ¢n percent reported no systematic aid was given
the retarded reader. Almost fifty percent of the principals who résponded
said that reading was one of the school’s most acute instructional problems.
According to thé teachers who participated in the survey, the development
-of readiness to ‘read the materials appropriate to the student’s age and
grade Jevel was the major step needed to improve comprehension.

During the war.years (1941-1946), output of reading rsearch and
instructional materials diminished greatly, teacher-training programs were
curtailed, anc there was a teacher shortage at the seecondary level. However,
the public and the professionals became aware of the 'literacy levels of
draftees for World War Il and were aroused once sagain. The military
developed special training vnits to give illiterate and non-English-speaking
personnel academic training. They-applied tested and established remedial
methods and succeeded in developing an amazmgiy efficient program, one
that enabled the average ‘lliterate to acquire, in eight weeks, the basic
academic skills needed for military life. The realization that reading coufd
.-be taught to these young people in army camps in an amazingly short time
“Jedto an increase in secondary remedial programs-after the war, when it
was dxscovered that there were reading deficiencies in large numbers of
high school and college students. The GI Bill provided the means for
former teachers to take graduate degrees; many of them began tea~hing at
the secondary level better equipped to teach reading. Universities began
offering courses dealing with secondary reading. The National Society for
the Study of Education (NSSE) published a yearbook (1948) that focused
on reading in high school and college.

Witty and Brink (1949) received questionnaire responses from 1q9
secopdary schools of 500 contacted about remedial reading practices.
‘Elghty-nine percent replied that the responsibility for remedial reading
instruction was assumed by the English department. 1'wenty-one percent
emphasized the improvement of students’ ability to read and to study the
materials in other content areas. Students selected for remedial work were
chosen by supervisors, administrators, or teachers, on the basis of standard-
ized test scores. The investigators stated:

Of the one hundred twenty-six teachel:sv{vho ;vere reportod
te be waching remedial reading courses only twenty-eight were
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full time specialists. The other ninety-eight were regular teach-

ers who volunteered or were drafted for the work. A riajority

A of them had no special preparation for the work. Seventy-five
\ schools used the same teachers as long as the program had
) been in operation. Twenty-one schools passed the . classes

around. (P. 203)

! Smith (1965) indicated that, until 1948, the year in whic the
N%SE’s yearbook Reading in the High School and College appeared, any
rea’!ding instruction that had been done at the higher levels was remedial in
ngture, Gray suggested a sound reading program for high schools and

. colleges, in addition to remedial instruction. Bond and Bond, in their book
entitled Developmental Reading in High School (1941), first used the term

“‘developmental reading” to distinguish a program planned in terms of the
development of all high school students from a remedial program for
special students (p. 296). - o .

, Hill (1671) tended to support the idea that remedial reading dom- -
inated the secondary area in the late forties and early fifties. He “stated,
“The remedial reading class_or program was one of the most common
secondary types,” which he thought was not surprising in view of the fact
that many teachers and school officers still believed thet reading was an
elementary-school subject. He argued further that ‘“the simultaneou.

< emergence of the concepts of secondary reading, remedial reading, and the
‘reading specialist in professional training ‘programs during that period
tended to homogenize their images” (p. 24).

The apparent fear of the spread of communism seenied'to stimulate
remedial instruction at all levels in the United States, twice during the
fifties. In 1950, after the Communists had attacked the Republic of Korea,
President Truman declared a national emergency, to strengthen the United
States. The concern for national preservation caused changes to be made in
materials that children had to read in school, particularly in socfal studies
and science. Teaching reading in the content fields became tremendously
important. The second challenge came with Sputnik in 1957 and with the
development of Soviet nuclear armaments. The technolo - 2al supremacy
of the United States was now challenged by the a.nievement of the Soviet
Union, which vowed t6 establish worlé communism. Government grants

ere poured into the educational system to improve reading at all levels.

FUNDING- i

The growth of remedial and corrective programs at the secondary
level in the sixties and early seventies accelerated dramatically. This can be
tracod directly to millions of dollars in federal grants provided by the
National Defense Education Act (NDEA). which helped train reading
personnel through special training institutes; this act stimulated the growth
of courses in remedial reading at the sécondary level at almost two hun red
universities. The Elementary and Secondary Education Act (ESER) of \
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1965 provided hundreds of millions of dollars for new programs for the
retraining of the jobless, poverty-stricken, and culturally dxsadvantaged -
The public and the government during this period recognized the remedxal
reading program as a service essential to ‘obtaining societal goals.
The success of the NDEA and ESEA programs was reflected in a
statement made by Thomas K. Glennan Jr (1974) in his role as director*
" of“the National Institute of Education (NIE) Speaking before the House

s of Representauves Apprgpristions Committee, he said

The American Education System contmues to prepare millions
of persons for productive and happy lives in our society. The
-~ percent of eighteen year olds graCuating from high schools has
increased from sixty-seven percent in 1960 to about eighty
> percent; the proportions graduating from college has increased
seventeen percent in 1960 of those of graduate age to, more
than twenty-three percent. The illiteracy had- declined to &
point that roughly one percent of those. fourteen or older
cannot read or write a simpie message, less than half those in
the same category in 1959. The American people, quite cor-
rectly perceive, education as a key to their future well-being.

(P. 787)

Dr. Muikhead, speaking before the same committee, reported that:

“In the time the public library programs have been supported, from 1956

to 1974, more than six hundred million in federal support has beén mote

" than matched by State and local efforts. We have now reached the point_

where library services are available for ninety-four percent of the peopie”
.(p. 232). .

CONCLUSION

Clennan and Muikhead’s reports indicated that progress has been
made in reducing illiteracy,in the United States, in promoting higher levels
of educational attainment, and .in expanding library facilities. There has
been growth in secondary reading programs, both developmental and
remedial, in variety and in number. However, there has been no real attempt
to assecs the quality of these programs. Hill’s conclusion remains accuraté:

- “We know very little more about secondary reading instruction and
program opetation . . . than we did one or two decades ago because, with
few excepiions, program surveys have failed to-provide detailed and care-
fully defined results” (1970, p. 28). , .

This writer is involved in a vationwide survey to assess secondary
remedial instruction in the United States, as pas: of this effort to determine
major trends and, developments in secondary remedial reading instruction
since 1800. One expectation cf the survey is that the findings will heip
gauge what is being done in secondary remedial reading instruction and, by

“inference, wiil indicate what further studies and precedures should be
seriously considered for the future.
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